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CHAPTER ONE  
INTRODUCTION AND BACKGROUND 
1.1 INTRODUCTION 
The South African school system has been in a state of flux since the first 
democratic election in 1994, with numerous changes that have included the 
introduction of Outcomes Based Education (OBE) by the then Professor Kader 
Asmal, the Revised National Curriculum Statement (NCS) by his successor, Mrs. 
Naledi Pandor, and recently the introduction of the Curriculum Assessment Policy 
Statements (CAPS) (Department of Basic Education, 2011). All the mandated 
changes were informed by international tests such as the Progress in International 
Reading Literacy Study (PIRLS) and the Trends in International Mathematics and 
Science Study (TIMMS), but a major challenge facing the policymakers is how to 
manage the implementation of the change process. Emotional intelligence is one 
of the tools that can be used to manage the change process as it provides school 
managers, at the micro- implementation level, with the knowledge and skills to 
manage possible resistance. It can be nurtured and is valuable for a leader to 
possess as a way of maximising positive behaviour (Gutstein, 2004:29-30). 
Results from South Africa’s participation in 2006 in TIMSS and PIRLS, conducted 
by the International Association for the Education of Education Achievement (IEA) 
for Grades 4 and 5 learners, ranked South Africa far below other African countries. 
The 2011, Southern and Eastern Africa Consortium for Monitoring Educational 
Quality (SACMEC)  report 3 reveals that South Africa had slipped further to 
seventh from the bottom. More recently, in the 2012PIRLS, South African learners 
achieved an score of 460 against an international average of 500 (Rademeyer, 
2012), whilst in the TIMMS South African learners’ came second last in 
Mathematics out of 45 countries that participated, with a score of 352 compared to 
the international midpoint of 500. In Science, South African learners came last with 
an average of 332 compared to a midpoint of 500 (Rademeyer, 2012). 
Against the background of these studies, a review of the education system took 
place which led to the implementation of CAPS in 2012 for the Foundation Phase 
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and Grade 10. The change was mandated by policymakers but the responsibility 
for establishing standards, setting goals, leading, guiding and managing these 
mandated changes was to lie with the principal and the management team 
(Parumasur & Barkhuizen, 2009:482). According to Fullan (1993:22), it is not 
possible to mandate for such crucial factors because essential for achieving 
complex goals of change are skills, creative thinking and committed action. 
Furthermore, Fullan (2001:71) reports that the process of change is rife with 
anxiety, stress and ambiguity and school leaders cannot just use rational thinking 
and good planning to cope with these. In order to manage the stress, emotions 
and interpersonal relationships that accompany such changes, school leaders will 
need an additional skill, namely that of emotional intelligence.  
Emotional intelligence can be defined as the ability to perceive and express 
emotions, to use emotions to facilitate thinking, to understand and reason with 
emotions and to effectively manage emotions within oneself and in relationships 
with others (Northouse, 2010:23; McWilliam & Hatcher, 2007:235). According to 
Goleman and Cherniss (2001:5), to be effective in managing so many challenges 
the principal should be able to manage his/her own emotional reactions as well as 
those of other people. Emotional intelligence is a valuable skill that can be 
nurtured to facilitate the implementation of mandated change processes (Gutstein, 
2004:29). Goleman (1998:28) suggests that managers should make use of an 
emotional intelligence framework, which has four domains, namely, self 
awareness, social awareness, self management and relationship management. 
These domains work in unison and according to Malgas (2005:135), effective 
principals should be competent in them all. 
1.2 THE RESEARCH PROBLEM 
School principals, as the implementers of the mandated change processes, stand 
between demoralised teachers at school level and the macro-level designers of 
education policy. The policymakers, through their district officials, enforce the 
mandatory changes, and  it is here where Emotional Intelligence can be a useful 
management tool as it can synergise the system and help in maintaining a 
balance between that what teachers already know and that what is new to them.  
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Against this background, the research question for this study is: 
How can school leaders use emotional intelligence to facilitate, lead 
and manage the mandated change processes at schools? 
1.3 AIMS OF THE RESEARCH 
The aim of the research is to investigate the principal’s use of emotional 
intelligence in leading and managing mandated school change. This research has 
a twofold purpose, firstly to discover how emotional intelligence influences various 
change situations at school, and secondly to create awareness for principals that 
emotional intelligence can be of value to them in the way schools are managed 
and led. Goleman, Boyatzis and McKee (2002:230) assert that a leadership style 
that uses emotional intelligence requires the creation of new mindsets and new 
behaviours, and that in order to manage the change, schools require courageous 
leadership, stamina and unswerving commitment.  
In order to achieve the main aim the following research objectives are also set: 
• Investigate how the four domains (dimensions) of Emotional Intelligence 
can be used by school leaders to manage processes of change. 
• Explore the perceptions of teachers as to the extent that leaders in schools 
make use of emotional intelligence to manage the processes of mandated 
change. 
• Provide school leaders with guidelines on the use of emotional intelligence 
in the effective management of change.  
1.4 RESEARCH DESIGN AND METHODOLOGY 
Quantitative research was used to achieve the research goals. The research study 
focused on principals, developing a portrait of their emotional intelligence and how 
they reacted to change. In developing this portrait the perception of the teachers 
will form a major part of the study.  
Quantitative research is a type of research design in which the researcher decides 
what to study and asks specific questions, collects quantifiable data from 
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respondents, analyses these numbers using statistics, and conducts the inquiry in 
an unbiased objective manner (Creswell, 2008:54). A structured questionnaire 
with closed ended questions was designed based on the dimensions reported by 
Goleman (1998). The data was analysed using PASW 18 (SPSS18), and the 
dependent variables were the dimensions of emotional intelligence and mandated 
changes. The various biographic and demographic variables served as 
independent variables.  
Random sampling stratified along the post levels of teachers was used. It is a 
procedure used to divide and sample teachers so that those selected are 
proportional to their representation in the total teacher population (Creswell, 
2007:154).  
Questionnaires were distributed to all the Foundation Phase teachers at the  94 
primary schools and to Grade 10 teachers at the 47 secondary schools in the 
Johannesburg North District. 400 respondents responded. The reason for the 
sample was that the above teachers were involved in the implementation of 
CAPS. 
1.5 RELIABILITY AND VALIDITY 
The goal of this research was to have measures and observations that were 
reliable and valid. A questionnaire was designed which had scores that were 
internally consistent. According to Creswell (2007:171) the coefficient Alpha can 
be used to test internal consistency. The content validity was authenticated by the 
possible questions which considered the content relevant to the use of emotional 
intelligence when mandated change processes are involved. Construct validity 
was established by using the process of factor analysis in order to determine 
which groups of variables correlate well with one another (Creswell, 2007:172). 
1.6 ETHICAL CONSIDERATIONS 
When the research is being conducted it is important to take the ethical 
considerations into account. The researcher should have a code of ethics. The 
aim of the research, its design and purpose should be outlined in advance. The 
respondent should not be harmed, be at risk of being in danger or be coerced. 
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Respondents should be comfortable and give consent to participate in the 
research. The respondent should be given the opportunity to peruse the findings. 
At all times the research should be open and transparent. The respondent may at 
anytime withdraw from the research project. The pseudo name should be used at 
all times. The data collected should be done so in confidence. The researcher 
should show respect. 
According to the American Statistical Association (1998), states that quantitative 
researchers and statisticians should:  
• present their findings and interpretations honestly and objectively  
• avoid untrue, deceptive, or undocumented statements  
• collect only the data needed for the purpose of their inquiry  
• be prepared to document data sources used in an inquiry; known 
inaccuracies in the data; and steps taken to correct or to refine the data, 
statistical procedures applied to the data, and the assumptions required for 
their application. 
In the investigation permission was requested from the District Director, Principals 
and teachers. The schools were handed a letter outlining the purpose of the 
research. (See Appendix). The teachers and management were requested to 
complete the questionnaire anonymously. 
1.7 CLARIFICATION OF CONCEPTS 
Emotional intelligence is defined as when the principal at the school understands 
the emotions that accompany change which is the ability determined by ones’ 
emotional intelligence, defined as the ability to manage oneself and one’s 
relationships with others (Goleman, 2004:80). 
Mandates are rules governing the actions of individuals and agencies and are 
intended to produce compliance (Hoyle & Wallace, 2005:64), designed by the 
policymakers. 
Change has been defined as “movement from one state to another” (Hargreaves 
2004:287), with the meaning of ‘state’ in this context referring to the change in the 
curriculum from NCS to CAPS. 
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1.8 SUMMARY 
The purpose of this chapter was to provide an overview of the study. The possible 
relationship between the perceptions of the management of mandated curriculum 
change and perceptions of the utilisation of emotional intelligence was briefly 
discussed. The mandated changes to be implemented by the principals at schools 
can be facilitated by using Emotional Intelligence. The outline of the study to be 
pursued will be highlighted in the chapters as follows. 
Chapter one provides a motivation of the research study, research methodology 
as well as the research problem. 
In Chapter two a thorough literature review will be constructed to provide a link 
between mandated changes and emotional intelligence.  
Chapter three deals with the research design and methodology used in this 
research project.  
Chapter four will deal with the analysis of the research and findings. 
Chapter five provides the summary of the findings and the recommendations. 
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CHAPTER TWO 
LITERATURE REVIEW 
2.1 INTRODUCTION 
Having provided a brief overview of the research study, this chapter reviews the 
literature on the issues at the heart of this research, namely mandated change 
and emotional intelligence. The study aims to show how the former can be 
implemented by the utilisation of the various components of the latter. Cooper and 
Sawaf (1997:xii) confirm that the multidimensional focus of emotional intelligence 
would be a powerful skill for principals to have in a change process, and the 
following discussion provides answers to questions such as: What are these 
mandates? How does the leadership of the school introduce the change to the 
teachers who are demoralised, angry and frustrated by continual mandated 
change to the school curriculum and what are the teachers’ present perceptions of 
the principal’s ability to utilise emotional intelligence as an aid to implementing 
these changes?  
According to the Report of the Task Team (2009:5) in July 2009, the Minister of 
Basic Education, Minister Motshekga appointed a panel of experts to investigate 
the nature of the challenges and problems experienced in the implementation of 
the National Curriculum Statement (NCS) and to develop a set of 
recommendations designed to improve it. The rationale behind the brief was that 
the Minister herself had received numerous comments and concerns both verbally 
and in writing about the education system. Another reason was that a large 
number of schools were underperforming and South Africa had not fared well in 
the 2006 international TIMSS and PIRLS tests, conducted by the IEA for Grades 4 
and 5 learners. (Report of the Task Team, 2009). 
With the above in mind, a review of the education system took place, the main 
findings of the Report of the Task Team (2009:7) being that there were a plethora 
of policies, guidelines and interpretations of policies at all levels of the education 
system, from the national Department of Education (DoE) down to provincial, 
district and subject advisor level, and this was causing large-scale confusion. The 
major challenges raised were that there was no clear, widely communicated plan 
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for the implementation or support of the NCS, teacher planning, transition of 
learners from phase to phase or the complicated assessment processes.  
Amongst the recommendations outlined for each of the areas mentioned above, 
one was to develop a policy document for every learning area and subject (by 
phase), as the definitive support for all teachers. The resulting Curriculum 
Assessment Policy Statement (CAPS) was published (Department of Basic 
Education, 2011) in Gazette 34600, which reported that they would be 
implemented in January 2012 for the Foundation Phase and Grade 10. This was 
mandated by the policymakers at the macro-level of the education system.  
The education system is a bureaucratic and hierarchical system, with the macro-
planners in the DoE, where the mandated changes are developed for the 
implementers at the micro-level, namely the principal and the school. Provided the 
principals are privy to these mandated changes, systems thinking allow them to 
view the entire system and better understand it, while the different levels interact 
with and affect each other (Moloi, 2005:71). Mandates are rules governing the 
actions of individuals and agencies and are intended to produce compliance 
(Hoyle & Wallace, 2005:64), designed by the policymakers. The legislative 
mandates were designed by the Department of Basic Education and had to be 
implemented at the micro-level of the school under the supervision of the principal 
and the subject advisors.  
School leaders are required to drive the emotions which are part of any mandated 
change process in the correct direction. It is the leader who is ultimately 
responsible for managing stress, emotions and anxiety accompanied by the 
mandated changes. It takes a certain kind of leader who knows his or her people 
to effectively manage the changes taking place in school. Fullan (2001:3) 
identifies facets of change as the change process, managing change, creating 
coherence, and organisational behaviour. However, Fullan does not refer to 
mandated change directly and hence the role of the principal in implementing such 
changes is not sufficiently catered for. 
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2.2 THE CHANGE PROCESS 
Change has been defined as “movement from one state to another” (Hargreaves 
2004:287), with the meaning of ‘state’ in this context referring to the change in the 
curriculum from NCS to CAPS. The latter has been developed as a single 
document that encompasses both the curriculum statements and assessment 
procedures. The change process requires planning, preparing the mindset of the 
teachers and managing the change process. The planned curriculum change has 
been mandated by the policymakers but it is possible that the various facets 
involved with change have not been adequately dealt with. Thus, this researcher 
will use the model of Bullock and Batten (in Burnes, 2004:277) to discuss the 
various facets more comprehensively. 
2.2.1 Exploration phase 
In this phase an organisation has to explore and decide whether it wants to make 
the specific changes in its operation and, if so, commit resources to planning the 
change. With respect to the CAPS document the consultation and investigation 
phase was completed by the Education Task Committee at the macro level and as 
such it was a political process. In order to interact with such an exploration stage 
the school management team (SMT) should also be privy to the findings of the 
investigation or to have been involved in its design. As such, mandated curriculum 
changes are part of a political process occurring at the macro level of the system. 
As principals at the micro level do not have the requisite information to perform 
such exploratory planning the gap between curriculum design and its 
implementation becomes larger.  
2.2.2 Planning phase 
The change process involved collecting information in order to establish the 
correct diagnosis of the problem, establish goals, design the appropriate actions to 
achieve the goals and persuade key decision-makers to approve and support the 
proposed. However, during the curriculum change of CAPS the Investigating 
Committee compiled the report and made it available to the Minister. The Task 
Committee set about designing or repackaging the curriculum and once this 
process was completed the provincial and district office conducted “road shows” to 
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advocate CAPS. Awareness was also created by the DoE, the mandate to schools 
being that they now needed to set goals for how to implement the mandated 
curriculum process.  
This particular phase is fragmented as the persons involved with implementing the 
curriculum change, as the key decision-makers, should not be seen as an isolated 
entity that merely have to implement the mandate. They also have to be involved 
in its design and in this way their commitment to the change is more likely to be 
obtained. By involving school leaders at an early stage of the planning phase one 
could prevent top-down miscommunication resulting from the involvement of too 
many diverse entities.  
2.2.3 Action phase 
The action phase involves the subject advisors being trained by the DoE, in turn 
cascading the revised curriculum down to school level where the change derived 
from the planning phase are implemented. This phase requires the involvement of 
the principals and it is a waste of person power to train the subject advisors who 
then train them. This makes the communication chain unnecessarily long and 
complicated and increases the chances of miscommunication. Early involvement 
of school principals in this phase of the change process can minimise 
communication error and result in better understanding between the subject 
advisors and the school principals regarding the implementation phase of the 
curriculum statement. Also, the principals are aware of the mandated changes and 
consequently are better able to support the teachers.  
2.2.4 Integration phase  
The teachers will start to implement the changes, whilst the principal, 
management and subject advisors will provide the necessary support for the 
teachers do so. 
2.3 ACTIONS FOR CHANGE 
The present curriculum change process was a top down approach, which is typical 
of all politically mandated large-scale transformation changes. However, Kotter 
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(2002:3-8) suggests that when one is concerned with such large-scale 
transformational changes the following steps could prove advantageous. 
 2.3.1 Establish a sense of urgency  
As the administrative arm of the government, the DoE is concerned with policy 
implementation at the macro level, having started its advocacy for the present 
curriculum change in CAPS. This filtered down to stakeholders through 
discussions, training sessions and meetings, leaving the principal, as a public 
servant, no choice but to implement the changes at the micro level of the system. 
However, the filtering of this information is not a physical process but is based on 
the decisions and communication between persons. Important information goes 
missing and consultation to reconcile differences of opinion between the various 
stakeholders is not allocated sufficient time. Such problems could possibly be 
overcome by also involving principals, who could also make use of how their 
emotions can be used to influence their thinking, behaviour and performance, as 
well as utilising their emotional competence to influence their interpersonal 
competence in order to establish a sense of urgency. 
2.3.2 Build a guiding team  
At the micro level of implementation a group or team should be formed so that the 
curriculum change can be discussed and guidance and development occur. The 
school principal needs to make use of his/her interpersonal emotional competence 
in order to obtain the necessary involvement in the change process. It is here that 
principals require social and emotional skills such as persuasion, open 
communication, leading by example, modelling the change expected of others, 
bringing disagreements into the open, nurturing opportunities for collaboration and 
modelling team qualities such as respect, helpfulness and cooperation.  
2.3.3 Get the vision right 
In support of the macro-level initiatives the SMT should develop a creative but 
simple vision which is aligned to the vision of the school, developing appropriate 
strategies to fulfil the curriculum implementation vision. In this process it should 
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act as a catalyst by championing the curriculum change and enlisting the support 
of the teachers.  
2.3.4 Communicate for buy in  
When seeking supportive involvement, the SMT should be able to induce 
understanding and set a clear, concise and positive message. It must be skilful in 
registering emotional cues, listening well, seeking mutual understanding and 
welcoming a sharing of information. Social communication skills are vital if the 
SMT is to obtain the support of all stakeholders involved with the curriculum 
change at school level.  
2.3.5 Empower action 
When people feel part of the process they are encouraged to action and 
implement the change. The principal must work to remove obstacles, give 
constructive feedback and provide support. As large scale change is an 
intentionally emotional process school principals who understand their own 
emotions are more likely also to understand those of others.  
2.3.6 Create short-term wins  
There will always be people who resist change, and who are made uncomfortable 
by it. Setting and managing short-term goals and celebrating their successful 
achievement makes it easier to achieve the long-term goal of effective curriculum 
implementation. The SMT should operate with a hope of success rather than fear 
of failure by setting manageable goals and being prepared to take calculated risks.  
2.3.7 Do not let up 
The SMT should continue to foster and encourage determination and persistence, 
whilst encouraging progress, and reporting and highlighting any achievements. 
Persistence in seeking goals, despite obstacles and setbacks, can be self-
motivating and serve as a source of motivation to others that perseverance can 
conquer any challenge. 
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2.3.8 Make change stick  
Kotter (2002:8) suggests that new and winning behaviour will continue despite the 
pull of tradition and the turnover of change leaders. The school leader should thus 
make every effort to ensure that the curriculum change is experienced as a 
positive emotional change among his/her followers. If the management of the 
school has sufficiently prepared the teachers for the change process, 
implementation becomes easier. The mandated change process is complicated, 
however managing the change is important, and as Parumasur and Barkhuizen 
(2009:483, in Robbins, Judge, Odendaal & Roodt) suggest, it has two goals, one 
for the SMT of the school to adapt to change and the other to seek change in 
employee (teacher) behaviour.  
2.4 MANAGING CHANGE 
In a mandated change process at school the principal, SMT and teachers are key 
role-players in managing it. According to Slater (2003:323), a principal will now be 
considered as one of the many creative, caring, collaborative individuals in the 
school. The following are also important for managing the change process. 
2.4.1 Creating collaborative cultures 
Collaborative cultures are created through positive interpersonal working 
relationships, though mutual support, mutual understanding and shared purpose 
(Moloi, 2005:88). Principals will lead by setting the tone and communicating 
exactly what the expectations are of the teachers during the mandated change 
process. Research by Kouzes and Posner (in Slater, 2003:326) indicated that 
leaders in the organisation set the tone through their actions, in turn sending 
signals about who one is and what one expects of others. They also posit that in 
order to foster collaboration leaders have to be skilled in two essentials, firstly 
creating a climate of trust and, secondly, facilitating relationships. These will be 
discussed in detail in the section on emotional intelligence. 
Collaborative cultures are created by the principal, so that the teachers feel part of 
the process. They enhance a sense of sharing and collaboration through 
communication.  
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2.4.2 Communication 
The SMT will create a platform for conversations to take place about the 
impending mandated changes, with communication channels opened between all 
interested parties, notably parents, district office, teachers and management of the 
school. According to Kelly (in Werner, 2007:163), organisation communication is a 
process by which information is exchanged and understood by two or more 
people, usually with the intention of motivating or influencing behaviour. During the 
mandated change process the SMT will do the following: 
• Communicate consistently, frequently, and through multiple channels, 
including speaking, writing, training, focus groups, notice boards, intranets, 
and more about the change. 
• Communicate all that is known about the changes, as quickly as the 
information is available.  
• Provide significant amounts of time for people to ask questions, request 
clarification, and provide input. 
Senge (2006:224-230) suggests that dialogue will encourage people (principals) to 
become observers of their own thinking, and dialogues are diverging as they do not 
seek agreement but rather a richer grasp of complex issues. 
Collaboration and communication will allay the fears of the teachers experiencing 
these emotions during the implementation of the change process and the SMT will 
facilitate these two facets. The change in behaviour of all the people in the school 
directly impacts on the school as an organisation, hence the following facet is 
considered.  
Although the above aspects of the communication process refer to the SMT it 
would also be applicable to the designers of the mandated change process and 
the Department of Education should also follow such communication procedures 
during curriculum changes. 
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2.5 ORGANISATIONAL BEHAVIOUR 
Odendaal  (2009:7) indicates that a school is an organisation and the teachers 
and their behaviour constitute organisational behaviour namely, what people do in 
an organisation and how this affects its performance. The following will be 
considered as factors within this group.  
2.5.1 Interpersonal skills 
Knowledge of relevant interpersonal skills is essential for the principal, some of 
which, in addition to communication, are the ability to think on one’s feet, create 
teamwork and create a positive work environment. Odendaal and Roodt (in 
Robbins, et al., 2009:4) found in an independent analysis of top-ranked 
companies in Southern Africa that the culture of the best companies included a 
commitment to quality work, trust between managers and employees, teamwork, 
positive relationships, job satisfaction and willingness to make an extra effort. 
Singh, Manser and Mestry (2007:546) write that a principal will implement the 
following four responsibilities at all levels of an organisation. The first is to transfer 
of ownership of work to the people who carry it out, with teachers given the 
responsibility to adapt the CAPS at school level. The second is to create an 
environment in which the transfer of ownership takes place, with each person 
wanting to be responsible for his or her own performance. The principal will allow 
the teachers to take responsibility for being creative and sharing ideas on 
implementing CAPS. The third is to develop individual capability and competence, 
with in-house development taking place. The responsibility will lie not only with the 
principal but also with the subject advisor or a service provider. Again, the SMT 
will have to take the time to familiarise themselves with the policy. The fourth is to 
create conditions in the organisation that challenge every person to learn 
continually. However, despite these responsibilities there is a certain amount of 
anxiety which may sometimes lead to conflict. 
2.5.2 Conflict management 
When there is change there is uncertainty and people feel certain emotions, such 
as fear, anger, anxiety and frustration. It is these emotions that are the source of 
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conflict between teachers when the mandated changes are being implemented 
and the principal will have to manage this. Conflict, as defined by Werner 
(2007:231), is a situation in which differences in power, values and attitudes give 
rise to disagreements, opposition or animosity between two or more parties. The 
conflict process is depicted in the following flow diagram. 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.1: Conflict Process (from Nel, in Robbins et al., 2009:377) 
2.5.3 Teamwork  
During stage 1 in figure 2.1, communication between all the parties will take place, 
with antecedent conditions being the lack of communication and structure which 
the principal must deal with urgently and amicably, taking into the account all 
affected parties. The foundation phase forms one of the many teams of the 
school.  
A school has various teams, with for example the teachers in different phases 
belonging to one. However, the ultimate success of the school is dependent on 
each team, with the principal facilitating their work. A team may be defined as a 
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group of people formed to work together in common cooperative action towards 
the achievement of an outcome and for the benefit of the group rather than the 
individual (Potgieter, in Werner, 2007:132). In this instance the team of teachers in 
the foundation phase will work together to implement CAPS. Teamwork is 
especially useful when the mandated changes are implemented, and the teachers 
will discuss the changes, experiment and share ideas.  
In the foundation phase team, better performance is evident because sharing of 
information takes place. The principal and other teachers support each other, 
which leads to improved job satisfaction. The SMT ensures that there is increased 
collective commitment to organisational goals, and compliments peer- control with 
hierarchical supervision. If the principal sees the value of teams there is increased 
commitment to team performance, and they feel more accountable and 
responsible for the implementation of the changes. The teachers in the various 
teams enable people to pool their ideas and generate more creative solutions to 
problems (Werner, 2007:134).  The macro-planners (policymakers) and the micro-
planners (implementers) are all change agents, whilst the leaders of the schools 
are frontrunners of change. The change agents are all the members of the school 
involved in the process.  
2.5.4 Change agents 
The mandated change process being implemented with the CAPS programme is a 
planned change, and when the plan is to change dates, timeframes, milestones, 
short-term and long-term goals are set. Planned change has two goals, firstly, to 
improve the ability of the organisation to adapt to changes in the environment, 
secondly, to change employee behaviour (Parumasur & Barkhuizen, in Robbins et 
al., 2009:483). According to Fullan (1993:39), the principal and teachers are 
change agents because no one person can possibly understand the complexities 
of change in a dynamically complex system. Parumasur and Barkhuizen (in 
Robbins et al., 2009:484) suggest that change agents are people who reconfigure 
an organisation’s role, responsibilities, structure, outputs, processes, systems, 
technology and other resources aimed at enhancing organisational effectiveness. 
The entire organisation has to work in synergy in order to create coherence. 
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2.6 CREATING COHERENCE 
A school is a complex system which is easily complicated by the policymakers. 
Successful schools find the synergy to balance change with implementation and 
as mandated changes are being implemented the principal will set goals to ensure 
that they create cohesion, taking into account the following. 
2.6.1 Moral purpose 
Moral purpose in education is about improving teaching and learning in the 
schools, and relative to educational change it is defined by Fullan, Killcher and 
Cutress (2005:54) as educational change that will improve society through 
educational systems and thus the learning of all citizens. In schools, leaders will 
lead with the moral purpose to make a difference in the lives of the learners. 
Morals could include integrity, reliability, moral excellence and a sense of purpose, 
firmness of conviction and steadiness (Fullan, 2001:14). 
2.6.2 Knowledge creation and sharing activities 
There is a distinct difference between information and knowledge, with Fullan 
(2001:78) describing the former as something provided by machines and the latter 
as being developed by people. Information is given to principals, who should 
share it with their management teams. Then together with the teachers begin to 
interact with it and where possible implement it. According to Fullan (2001:78) it is 
when teachers interact with the information so that it becomes part of their social 
life that it becomes knowledge. Further Fernandez and Sabherwal (2010:18) 
confirm that knowledge is information that facilitates action.  
2.6.3 Shared commitment 
Commitment is discussed in under emotional intelligence (see 2.3). At this stage it 
is sufficient to indicate that when one has commitment, learning takes place. 
2.6.4 Creating learning communities 
Senge (2006:364) defines learning as the process of enhancing the learner’s 
capacity, individually and collectively, to produce results the teachers truly want to 
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produce. Teachers are required to keep abreast of changes and to learn on the 
job. For Fullan (2006:58), teachers learn every day in context; in this case at the 
school and meeting as these become learning environments. Change is made 
organisational and systemic by taking and allocating time and finding more 
meaningful ways to spend it. The focus of change is clarified by building a shared 
vision of what learners should know and be able to do in the school. The 
continuing change process involves learning to manage and maintain change over 
time, amongst many people and in many areas of action (Fullan, 1993:56-66). 
According to Moloi (2005:32-33), workplace learning provides an inspiring 
philosophy of lifelong learning and living, embedded in the workplace that will 
allow educators and principals to release their potential. There is also revitalisation 
of organisations through breaking down fixed hierarchies to become more flexible 
and responsive to environmental changes. This cycle of creating a learning 
environment is elucidated in figure 2.2. It indicates that feedback should take 
place after each facet of change before proceeding to the next facet.  
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Figure 2.2: Cyclical process of creating a learning environment (adapted from 
Watkins and Marsick, in Moloi, 2005:33) 
The various facets of mandated change are also accompanied by emotions, with 
the emotional intelligence of school leadership being tested during the change 
process.  
3.1 EMOTIONAL INTELLIGENCE 
With any change process there are emotions of stress and discomfort, and 
emotions and change are inseparable (Hargreaves, 2004:287). Lall (2009:117) 
defines emotion as a positive or negative mental state that combines physiological 
input with cognitive appraisal. In most cases the leader of the school would want 
to deal with the change process positively and with the least amount of resistance. 
One of the ways to do so is to understand the emotions that accompany change 
which is the ability determined by ones’ emotional intelligence, defined as the 
ability to manage oneself and one’s relationships with others (Goleman, 2000:80). 
It consists of a person’s self awareness, self-confidence, self-control, commitment 
and integrity, and ability to communicate, influence, initiate change and accept 
change. Lall (2009:124) posits that emotional intelligence development also 
contains many elements known to reduce stress for individuals and organisations, 
by decreasing conflict, improving relationships, understanding and increasing 
stability, continuity and harmony.  
In order to explore emotional intelligence it is imperative to understand emotions 
and hence the human brain, which drives them. A human being is able to feel 
emotions such as pain, anger, happiness, sadness, fear and love, which emanate 
from the amygdala, found in the limbic system. This is the brain’s emotional 
memory bank, a repository for all moments of triumph and failure, hope and fear, 
indignation and frustration. It uses stored memories in its role as a sentinel, 
scanning all incoming information and assessing it for threats and opportunities by 
matching what is happening now to the “stored templates of the past” (Goleman, 
2004:75).  
Thorndike, a professor in educational psychology, was the first to identify the 
aspect of emotional intelligence in social intelligence and identified three aspects 
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of it namely people’s attitude towards society, information about society and the 
individual’s degree of social adjustment (Cherniss, in Cherniss & Goleman, 
2001:16). Later, the behaviourists such as Wechsler (1952) and the humanistic 
psychologist Maslow (1954) worked with intelligence in their paradigm. Gardner 
(1999) identified seven intelligences, namely musical, logical-mathematical, 
linguistic, spatial, body-kinaesthetic, interpersonal intelligence and intrapersonal.  
The two intelligences most relevant to this research study are the interpersonal 
and intrapersonal. The former builds on a core capacity to notice contrasts in 
moods, temperaments, intentions and motivations in others. In its advanced form it 
permits a skilled adult to read intentions and desires of others, even when they 
have been hidden (Gardner, 2006:15). In contrast, the latter deals with the internal 
aspects of a person, that is, access to one’s own feelings of life, one’s range of 
emotions, the capacity to discriminate among these emotions and eventually to 
label and draw on them as a means of understanding and guiding one’s own 
behaviour (Gardner, 2006:17).  
Around 1990, Salovey and Mayer published an article on emotional intelligence, 
proposing a mental ability model currently being used by different leaders. The 
model has four sub-dimensions or facets, the first of which allows individuals to 
perceive, appraise and express emotions. The second contains abilities that 
involve using emotions to facilitate and prioritize thinking; the third encounters 
skills such as labelling and distinguishing between emotions; and the fourth is the 
general ability to marshal emotions in support of a social goal (Goleman, 2001:18).  
Goleman (1998:21) proposed a theory of performance that builds on the basic 
model and adapted it to predict personal effectiveness at work and in leadership. 
Goleman then adapted Salovey and Mayer’s model, which included the five 
emotional and social competences of self-awareness, self-regulation, motivation, 
empathy and social awareness as necessary tools of emotional intelligence. It 
would be useful if principals could utilise these in order to manage the 
implementation of the mandated curriculum change process. Self awareness is 
about knowing oneself, which for a principal means understanding one’s own 
emotions, what moves one as a person and one’s passion. Goleman (2004:4) 
defines it as having a deep understanding of one’s emotions, strengths, 
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weaknesses, needs and drives. It has three emotional competences, namely 
emotional self awareness, accurate self assessment and self confidence. The 
principal’s awareness of his/her own emotions enables him/her to understand 
his/her staff. Goleman (1998:54) lists the competences of knowing which emotions 
are being felt and why, recognising one’s feelings and how they affect one’s 
performance and having a guiding awareness of their values and goals. The 
mandated change process will be accompanied by a variety of emotions but the 
expectations of the policymakers are daunting. The principal’s emotional self 
awareness will have to be in check. For example, during the implementation of the 
CAPS process it is important to be aware of the emotions the teachers are 
experiencing. Emotions are contagious and leadership should try to avoid 
negative emotions. In addition reflection is important in keeping track of any 
challenges.  
For accurate self-assessment, principals should be able to reflect and identify their 
own strengths and weaknesses, taking cognisance of the mandated changes as 
well as the emotions they elicit. According to Goleman (1998:61), people (the 
principals) with this competence are aware of their strengths and weaknesses. 
They are reflective and willing to learn from experience and will be open to candid 
feedback, new perspectives, continuous learning and self development.  
Self-confidence is about being sure of oneself and one’s ability. In this case it 
means being confident that the change is manageable and that he/she is able to 
confidently support the teachers at the school in the change process. Self-
confidence is defined as the ability to be certain about one’s competences and 
skills. It includes a sense of self-esteem and self-assurance and the belief that one 
can make a difference. Leadership involves influencing others, and self-
confidence allows the leader to feel assured that his or her attempts to influence 
others are appropriate and right. Goleman (1998:68) posits that people with this 
competence are able to present themselves with self-assurance, voice views that 
are unpopular and take a stance, however unpopular, on what they believe is 
right. They are decisive and able to make sound decisions despite uncertainties 
and pressures. Self-confidence, self-awareness and self-assessment are 
important skills that a principal should have in order to facilitate mandated change 
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such as CAPS. During the CAPS implementation the principal will constantly 
assess the situation, keeping goals and objectives in mind.  
Self-management entails managing oneself appropriately in a change situation 
and flows from self-awareness (Goleman, Boyatzis & McKee, 2002: 45). It is the 
focussed drive that all leaders need to achieve their goals and it is important to be 
in control of one’s emotions especially when changes are taking place. Self-
regulation or self-management is important for two reasons, firstly, so that a 
climate of trust and fairness is created and, secondly, people who have mastered 
their emotions are more able to implement the mandated changes. According to 
Goleman (2004:6), six competences are considered, namely self-control, 
transparency, adaptability, achievement, initiative and optimism. Goleman 
believes leaders with emotional self-control find ways to manage their disturbing 
emotions and impulses, and even channel them in useful ways. In a change 
process there will be staff that are highly strung and on edge so the principal will 
require self-control in order to better manage these emotions in others.  
To be able to deal with disruptive emotions calmly one must show resilience, 
defined by Northouse (2010:219) as “the ability to recover from and adjust to 
adverse situations”. Principals should manage their impulsive feelings and 
distressing emotions well, remain composed, positive and unflappable in trying 
moments, think clearly and stay focused under pressure (Goleman 1998:82).  
Trust is another essential competency that the leader of the school needs to 
develop. A principal may take many years to develop a feeling of trust in 
him/herself and the staff, however it is that very trust which can be destroyed in 
seconds. During the mandated change process the staff will become suspicious 
and resistant, so the principal has the task of developing and maintaining that 
trust. Trustworthiness is about feeling and knowing that in a change situation the 
principals have their staff’s best interests at heart. Schlechter (in Robbins, 
2009:330) posits that when the followers trust a leader they are willing to be 
vulnerable to his or her actions, and confident that their rights and interests will not 
be abused. Trustworthiness has characteristics such as honesty and 
transparency, whilst for Kouzes and Posner (2007:31) it is often used as a 
synonym for honesty.  
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In order for the teacher to believe in the mandated change process the principal 
must be honest, and honesty builds trust. To be honest is to be open and 
transparent about the processes, such as the mandated changes taking place. 
Transparency is about creating relationships in which all processes are open, 
where communication flows clearly and where there are no hidden agendas. 
According to Goleman (1998: 89-90), principals who display trustworthiness will 
act ethically and are above reproach. They build trust through their reliability and 
authenticity and will be able to admit their own mistakes and confront unethical 
actions in others. There will be times when the principals will have to take tough, 
principled stands even if they are unpopular. Trustworthiness is linked with 
conscientiousness, and a conscientious principal will meet commitments, keep 
promises, be accountable, hold staff accountable for meeting their objectives and 
be organised and careful in their work (Goleman, 1998:89-90). 
In a bureaucratic and hierarchical system it is often difficult for the principal to 
make promises he or she may not be able to keep, however he/she needs to be 
transparent and honest and make his/her intentions known from the start. Trust is 
earned and any concerns from the teachers must be addressed with honesty and 
in a conscientious way. When schools make a conscientious decision to adapt to 
the change process they are able to adapt more easily. 
The continual change of curricula has brought about frustration yet there are 
schools that survive. The ability of the school to change is dependent on its 
adaptability, generally defined as the ability to adjust to new conditions. For 
instance, Senge (2006:276) uses an example of the Information Technology 
industry which is also appropriate as an example for education. Organisations feel 
that it is essential to keep pace with changes in order to succeed. It is the opinion 
of this researcher that schools have to have the adaptive capabilities to survive 
curriculum changes. To adapt to the change process the principal with this 
competence will be capable of smoothly handling multiple demands, shifting 
priorities and rapidly changing situations, adapting responses and tactics to fit fluid 
circumstances and be flexible in the way events are seen (Goleman, 1998:95). 
When changes are mandated at the macro-level it is the opinion of the researcher 
that the policymakers are not aware of, or ignore, the contextual factors that affect 
25 
 
implementation. Adaptability requires that the principal be able to use innovation 
to implement the changes. 
Parumasur and Barkhuizen (in Robbins et. al. 2009:493) indicate that innovation is 
a new idea applied to initiating and improving a product, process or service. The 
CAPS document is a policy aimed at attempting to simplify teaching and learning. 
However, policies are never written in a language which is easy to comprehend 
and the school principal will need to be innovative in this regard. In addition, 
principals are often not trained in how the implementation process should proceed 
nor are they aware of the challenges that are involved. They will have to initiate 
the teacher into the process, but this will be challenging if the principal is 
untrained. Fullan (2001:40) describes these challenges as an ‘implementation dip,’ 
which impacts on performance and confidence as for example when people 
experience an innovation that requires new skills and understanding. Goleman 
and Cherniss (2001:297) highlights three areas in which innovation may fail, 
namely when innovation is not easily divisible into smaller tasks, when it is not 
easily implementable and when it is not user-friendly.  
People with the competence of innovation seek out fresh ideas from a wide variety 
of sources, entertain original solutions to problems, generate new ideas, and take 
fresh perspectives and risks in their thinking (Goleman,1998:123). Self-control, 
trust, adaptability and innovation are tenets of self-management.  
Up to this point the leader’s self-management and self-regulation skills have been 
the focus, dealing with how to motivate the self and others. Bagrain (in Werner, 
2007:71) states that highly motivated employees strive to produce at the highest 
possible level and exert greater effort than employees who are not motivated. 
Roodt and Odendaal (2009:144) define motivation as the processes that accounts 
for the individual’s intensity, direction and persistence of effort towards attaining a 
goal. There are a number of motivation theories that help in understanding 
motivation, and the following act as a guide in the discussion of understanding 
motivation and taking cognisance of its role in emotional intelligence. 
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3.2 THEORIES OF NEEDS 
Maslow categorised human needs into five basic types, which prompted certain 
behaviours when met. The five needs were physiological, safety, social, esteem 
and self actualisation. During the implementation of the CAPS process the social 
and esteem needs are affected so the principal has the task of motivating people 
to persevere through the implementation process and make the teachers feel 
safe.  
McClelland (1976) suggested that people are not born with a specific set of needs 
but learn particular ones from cultures or society (Bagrain, in Werner (2007:78). 
The theory focuses on three needs, namely achievement, power and affiliation. 
The principal and staff will work towards achieving the goals and targets set by the 
school. 
Whilst the above two theories assist with understanding what motivates people the 
next set of theories deals with how to actually motivate people. 
3.3 GOAL SETTING 
A goal is a specific target that an individual is trying to achieve and it motivates 
people to compare their current performances with their required performances 
(Bagrain in Werner 2007:83). The following four process theories of motivation 
have been identified:  
3.3.1 The goal-setting theory by Locke and Latham (1990, in Werner, 2007:84) 
suggests that, firstly, goals should be acceptable to the employee for whom it is 
set. Secondly, goals should be challenging, clearly understandable, specific and 
easily quantified. Lastly, feedback on goal achievement is important.  
3.3.2 Reinforcement theory states that if the teachers work in areas in which 
positive outcomes are achieved rather than the negative, teachers feel 
comfortable and less anxious. 
3.3.3 Equity theory suggests that the principals will make comparisons of their 
inputs and outcomes relative to those of others (Odendaal & Roodt in Robbins et 
al., 2009:155). 
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3.3.4 Expectancy theory predicts that principals will exert a high level of effort if 
they perceive a strong relationship between effort and performance, performance 
and reward, and reward and satisfaction of personal goals (Odendaal & Roodt in 
Robbins et al., 2009:159). 
The above theories can be used to help motivate people during a change process, 
and Odendaal (in Robbins et al., 2009:184) gives some suggestions about what 
leaders need to know about motivating the employees. The principal will recognise 
individual differences, use goals and give feedback, whilst the teachers will be 
allowed to participate in decisions that affect them. Finally, the principal will ensure 
that there is equity in the system.  
Goleman (1998:113) suggests three motivation competences which typify an 
outstanding leader, namely achievement drive, commitment, initiative and 
optimism. An effective leader will be a role model and motivate people to grow and 
achieve their goals effectively. He or she will encourage individuals to become 
involved in planning and important issues, allowing them to understand the 
intricacies of the key decision-making factors. 
Goals are achieved when those of the organisation are aligned with personal 
ones. The principal, management team and the teachers will collectively work 
towards attaining the goals. Hellriegel (in Singh, Manser & Mestry, 2007:547) 
posits that leadership involves influencing others to act towards the attainment of 
a goal and this is based on interpersonal relationships not on administrative 
activities and directives only.  
Certain appropriate emotional intelligence behaviours (EIB) have been identified 
by Singh, Manser and Mestry (2007:553). For instance, the principal and other 
leaders in the school make use of appropriate collegial leadership strategies and 
know their staff well. They communicate effectively and are able to handle conflict 
situations, building healthy relationships based on trust with members of their staff. 
They show compassion and understanding through their demonstration of 
empathy, are trustworthy and sincere, and able to recognise their strengths and 
weaknesses through their own self-awareness. They are confident in their roles as 
leaders whilst their feelings are easily recognisable. They are in control of their 
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emotions and do not vacillate between emotional extremes. They are adaptable 
and flexible in their thinking and actions and they remain optimistic. Appropriate 
EIBs lead to an increase in job satisfaction and thus in the achievement drive. The 
expectancy theory predicts that employees will exert a high level of effort if they 
perceive a strong relationship between effort and performance, performance and 
rewards and rewards and the satisfaction of goals (Odendaal & Roodt, in Robbins 
et al., 2009:159). 
According to Goleman (1998:113), people with the competence of achievement 
drive are result-oriented and have a high drive to meet their objectives and 
standards. They set challenging goals and take calculated risks, pursuing 
information to reduce uncertainty and find ways to do better. They learn how to 
improve their performance. To successfully implement the curriculum change the 
teachers need to be committed and the drive to achieve is motivated by the 
principal. When this is achieved a sense of satisfaction is felt and the principal will 
motivate the teachers in their work. Such leadership is positively related to teacher 
performance in terms of job satisfaction and commitment (Wong and Cheung, 
2009:93), essential to successful implementation of CAPS. 
Goleman (1998:119) describes commitment as making personal goals and those 
of the organisation the same, whilst Buchanan (1974) describes it as identification 
with the values and goals of the organisation, a high level of involvement in the 
work, and a high sense of loyalty to the organisation. Other primary authors, such 
as Porter, Crampton and Smith (1976) and Mowday and McDade (1979), suggest 
that commitment is the psychological bond an individual has with an organisation, 
and when teachers are committed there is high levels of job satisfaction. With this 
in mind the principal will keep teachers motivated so that they become committed 
to the mandated change process. Goleman (1998:118) suggests that the people 
who are committed readily make sacrifices to meet a larger organisational goal. 
They find a sense of purpose in the larger mission, use the group’s core values in 
making decisions, clarify choices and actively seek out opportunities to fulfil it. 
Proactive people communicate their needs and are committed to the school. They 
are self-controlled and believe in what they do. When there is evidence of 
commitment, teachers are more likely to take the initiative and successfully 
29 
 
implement the change process. Taking initiative involves being proactive, so when 
teachers are motivated they will take the initiative to understand how the CAPS 
document will be implemented without undue concerns. The flexibility of the 
principal will be necessary in the implementation of CAPS. Odendaal and Roodt 
(in Robbins et al., 2007:493) suggest that innovative organisations encourage 
experimentation and initiative, whilst Kanter (2004:46) writes that people feel that 
what they do matters, they can make a difference in outcomes and are willing to 
offer ideas and suggestions. Expectations of success produce the energy to put 
extra effort into keeping going under pressure (Fullan, 2006:32). 
People displaying pro-activity or initiative are ready to seize opportunities, pursue 
goals beyond what is required or expected of them, cut through red tape and bend 
the rules when necessary, to get the job done (Goleman, 1998:122). The SMT will 
be encouraged to support the initiatives of the teachers who when allowed the 
opportunity to explore and experiment will be optimistic. Optimism is defined as a 
disposition or tendency to look on the more favourable side of events or conditions 
and to expect the most favourable outcome (oxford dictionary) he leader in the 
school is the one who will take charge of the change process and encourage the 
teachers to persist through it. 
The following is a checklist on how to develop optimism as a leader, as listed by 
Newman (2007:72).  
•  Leaders’ will encourage teachers to look for the benefit in every situation, 
especially when they experience setbacks.  
• The SMT will focus on the task to be accomplished rather than negative 
emotions, such as disappointment or fear, and see the possibilities within 
the task.  
• Teachers will be encouraged not to take setbacks personally; take 
responsibility but recognise the influence of external factors on the 
situation. 
People displaying optimism persist in seeking goals despite obstacles and 
setbacks. The principals will operate from a point of hope of success rather than 
fear of failure, and see setbacks as due to manageable circumstances rather than 
30 
 
a personal flaw (Goleman 1998:122). School managers are required to carefully 
consider the dynamics of the different teachers they manage. The social 
awareness within the school is discussed next. 
3.4 SOCIAL AWARENESS 
The principal at a school works with many teachers, each of whom is an individual 
with a set of different emotions which the principal needs to be aware of. The 
social intelligence of the SMT will become evident when they are dealing with 
teachers’ during the change process. Salovey and Mayer (1990:187) defines 
social intelligence as the ability to understand and manage people. In order to do 
so the principal will have to have the emotional information of the staff, and so 
build trust and cooperation, display empathy and social awareness, develop 
collaboration, understand the loss people experience during the change process 
and display skill in addressing issues and solving problems (Moore, 2009:22). 
Empathy forms the base of social competences, including understanding others, 
developing others, service orientation, leveraging diversity, and political 
awareness. As George (2000:1034) points out, accurately appraising emotions 
facilitates the use of emotional input in forming judgements and making decisions. 
Through empathy the principal is able to understand his/her teachers better. 
Empathy means thoughtfully considering employees’ feelings, along with other 
factors, in the process of making intelligent decisions (Goleman, 2004:8). 
Goleman, Boyatzis and McKee (2002:3) suggest that by being attuned to how 
others feel in the moment, a leader can say and do what is appropriate, whether 
calming fears, assuaging anger or joining good spirits. 
Empathy is not only about reading feelings but also about assessing how people 
will react to certain change situations. Understanding others also has within its 
ambit knowledge of emotions and moods. Emotions, if not handled properly, may 
have a negative impact on the mandated change process being implemented. 
Emotions over time (if not handled properly) lead to fear and anxiety which might 
evolve into a negative mood and then to apathy or to a more intense state of 
agitation (George, 2000:1037). The leadership of the school will be guided by the 
emotions of the teachers and the task of the principal is to drive the emotions in a 
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positive direction. Goleman, Boyatzis and McKee (2002:5) suggest that the 
primordial emotional task is driving the collective emotions in a positive direction 
and tackling obscurity created by toxic emotions.  
The principal will understand and value the opinions of the teachers, not only 
listening to what they have to say but taking into account their input (Slater 
2005:327). By understanding others the principal will have to identify the training 
needs of the teachers.  
3.5 DEVELOPING OTHERS 
As principals get ready to implement the CAPS they need to build capacity and 
remember that despite the anxiety and uncertainty it becomes vital that people 
understand what is required. Fullan (2005:55) posits that building capacity 
increases knowledge, resources and motivation. Developing others is about 
mentoring, coaching, training and supporting them. Leaders or coaches seek out 
ways to increase choice, provide greater decision-making authority and 
responsibility for their constituents (Kouzes & Posner, 2007:267). The SMT will 
provide support and the leader at the school play the role of coach. He or she will 
assist the teachers in learning how to use his/her skills and talents, as well as to 
learn from their experience (Kouzes & Posner, 2007:268). 
Kouzes and Posner (2007:270-273) state that when the teachers are supported 
this increases accountability and the principal will offer visible support. The SMT 
will conduct monthly coaching (in-service) meetings and self determination will be 
enhanced when the principal has supported the teachers. Goldman (1998:146) 
suggests firstly that principal acknowledge and reward peoples’ strengths and 
accomplishments. Secondly, the principal should offer useful feedback and 
identify people’s needs for further growth. Thirdly he or she will mentor, give timely 
coaching and offer assignments that challenge and foster a person’s skills. 
3.6 SERVICE ORIENTATION 
In the school the parents and children are the customers, hence it is important that 
the principal keep track of whether the teachers are providing a proper service and 
consequently good customer satisfaction. However, before customer satisfaction 
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is achieved teacher job satisfaction must be achieved. Milner (in Robbins et al., 
2009:81) writes that firms seek to hire ‘upbeat’ and friendly employees, whom they 
train in the importance of customer satisfaction and providing positive work 
climates. Goleman, Boyatzis and McKee (2002:255) argue that leaders high in 
service competence foster an emotional climate that keeps workers directly in 
touch with the customer.  
An orientation to service provision is carried out by anticipating, recognizing and 
meeting customer needs and is displayed by seeking ways to increase customer 
satisfaction and loyalty. Relative to the school which is responsible for providing 
quality education, it means that the school will offer appropriate assistance for the 
learners and grasp the customer’s perspective whilst acting as a trusted advisor.  
3.7 LEVERAGING DIVERSITY 
Teachers come from different cultural and social backgrounds and workforce 
diversity means that organisations are becoming more heterogeneous in terms of 
gender, age, race ethnicity and sexual orientation (Odendaal & Roodt in Robbins 
et al., 2009:12). It is important for the principal to manage the diversity of people. 
Cultivating opportunities through different kinds of people is evident when the 
principal and the SMT respect and relate well to people from varied backgrounds. 
He/she will understand diverse worldviews and be sensitive to group differences. 
The principal will see diversity as an opportunity, creating an environment in which 
different people can thrive. The principals should also be able challenge bias and 
intolerance (Goleman 1998:155) which often stem from a political base. 
3.8  POLITICAL AWARENESS 
Organisational politics have focused on the use of power to affect decision-making 
in an organisation or on behaviour by members who are self-serving and 
organisationally not sanctioned (Roodt, in Robbins et al., 2009:358).  The school 
is part of a system that operates within political confines, and contains people who 
could be politically astute. People with political awareness display the following 
namely they: 
• Accurately read key power relationships 
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• Detect crucial social networks 
• Understand the forces that shapes views and actions of the clients, 
customers or competitors 
• Accurately read organisational and external realities (Goleman 1998:160). 
However, school leaders need to be aware that such “political awareness 
competence” could be used as a way of fostering one’s own promotion in a 
hierarchical system and as such it fosters self-interest which may not be in the 
best interests of the school or the organisation as such.  
3.9 RELATIONSHIP MANAGEMENT 
Relationship management requires that the leader has the relevant interpersonal 
skills, here linked specifically to emotional intelligence. Managing or handling 
relationships is about managing the emotions of others and Weisinger (1998:158) 
suggests some steps for analysing relationships:  
• Know the relationship boundaries 
• Consider relationship expectations 
• Examine your perceptions of the other person 
• Ascertain the other person’s perceptions of you 
• Examine specific encounters 
• Determine desired relationship outcomes 
Taking the above into account a degree of collegiality between the management 
and the teachers is needed as this allows the teacher to cooperate in the 
processes of curriculum transformation, in this case the CAPS process. Singh et 
al. (2007:549) write that collegial leaders devote much time and effort on building 
sound relationships based on interpersonal skills, such as mutual respect and 
caring. Goleman (1998:168) sees social skills in the essential sense of handing 
another person’s emotions artfully, and as underlying several competences that 
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include influence, communication, conflict management, leadership and acting as 
a change catalyst. 
Influence is about encouraging people to get the job done, and according to 
Northouse (2010:12) leadership is an influence process that assists groups of 
people towards goal attainment. Influence may be directive or supportive. 
Directive task behaviour helps group members accomplish goals by giving 
direction, establishing goals and methods of evaluation, setting timetables, 
defining roles and showing how goals are achieved (Northouse, 2010:91). Further 
communication is one-way. Supportive behaviour, on the other hand, helps with 
the growth of staff members as they feel comfortable about themselves and 
towards their situation. Most importantly, communication is two-way and social 
and emotional support is shown to others (Northouse, 2010:91). For Goleman 
(1998:168), influence is about wielding a tactic of persuasion and people with 
competence are skilled at winning others over. They fine-tune presentations to 
appeal to the listener and the principal will use complex strategies such as indirect 
influence to build consensus and support. The skill of persuasion is a quality that 
all principals will have to develop as it will facilitate the implementation of working 
towards a common goal.  
In addition to the discussion under change, Goleman (1998:174) recommends that 
the principal should be effective in giving and taking, registering emotional cues in 
attuning their message, dealing with difficult issues straightforwardly, listening 
well, seeking mutual understanding and welcoming the sharing of information fully, 
fostering open communication and staying receptive to bad news as well as good. 
Goleman (1998:178) sees emotional competence relating to the management of 
relationships as handling difficult people and tense situations with diplomacy and 
tact, spotting potential conflict, bringing disagreements into the open and helping 
de-escalate it, encouraging debate and open discussion and orchestrating win-win 
situations. 
Leadership is about guiding, mentoring, supporting teachers through a process, 
handling the emotions related to the change process but also doing the right thing 
and managing the relationships. George (2000:1039), Conger and Kanungo, 
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(1998), Locke (1991) and Yukl (1998) variously describe effective leadership with 
the essential elements of development of a collective sense of goals and 
objectives and how to go about achieving them, instilling in others knowledge and 
appreciation of the importance of work activities and behaviours. Furthermore it 
involves generating and maximising excitement, enthusiasm, confidence and 
optimism in an organisation as well as cooperation and trust, encouraging 
flexibility in decision making and change, and establishing and maintaining a 
meaningful identity for an organisation. 
Goleman (1998:183) suggests people with this competence articulate and arouse 
enthusiasm for a shared vision and mission, step forward to lead as needed, 
regardless of position, guide the performance of others while holding them 
accountable and lead by example. 
A principal who acts as a change catalyst realises that the change is necessary 
and but should be properly managed. Along the way the process does experience 
dips, however the principal and his/her management, together with the team, will 
work to overcome challenges. Transformational leaders create a culture in which 
the teachers feel empowered and encouraged to try new things.(Northouse, 
2010:185). In other words, they become strong role models. 
People with this competence recognise the need for change and remove barriers, 
challenge the status quo to acknowledge the need for change, champion the 
change and enlist others in its pursuit, and model the change expected of others. 
4. CONCLUSION 
In conclusion Moore (2009:21) writes that there is enough research to suggest 
that leaders high in Emotional Intelligence may be more skilful in influencing, 
inspiring, intellectually stimulating and growing their staff. The mandated changes 
can be implemented using the various facets of Emotional Intelligence. During 
change process school mangers will have to build trust, develop collaboration and 
build relationships to successfully guide the change process. In the next chapter 
the research design and methodology is discussed. 
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CHAPTER THREE 
RESEARCH DESIGN AND METHODOLOGY 
3.1 INTRODUCTION 
This chapter outlines the research design and methodology that was used to 
investigate how school leaders use emotional intelligence to facilitate, lead and 
manage the mandated change processes at school. Changes to the curriculum, 
including the replacement of the NCS mandate with CAPS, were made by 
policymakers at the macro level of the education system but have to be 
implemented at the micro or school level. Teachers have therefore had to 
implement these mandated changes under the leadership of the school 
management team (SMT). However, difficulties arise when the latter has not been 
privy to the information behind the curriculum design. The changes were cascaded 
to the teachers at workshops conducted by the DoE officials, but the principal 
might not have attended these.  
The difficulties experienced by the teachers during the implementation of the 
mandated changes were stressful and fraught with anxiety and the leadership had 
the task of dealing with these and their personal emotions. This is where the 
emotional intelligence of the school leader may be beneficial, in assisting with the 
management of the tensions, anxiety and requirements for improved performance 
associated with these mandated changes. 
The rationale of the research is to understand how the mandated changes can be 
implemented using Emotional Intelligence. Having reviewed relevant literature in 
Chapter Two, in this chapter the research design and methodology are discussed. 
3.2 RESEARCH DESIGN  
The research paradigm used is positivist view.  A research paradigm is a 
perspective held by a community of researchers which is based on a set of shared 
assumptions, concepts, values and practices. (Johnson & Christensen, 2012:30). 
A positivist approach adopts a scientific approach. It systematizes the knowledge 
generated within the parameters set out in the research. Henning, Van Rensburg 
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and Smit (2004:17) describe positivism as being concerned with uncovering the 
truth and presenting it by empirical means.  
A research design, according to Creswell (2008:59), outlines the specific 
procedures for collecting, analysing and reporting in quantitative research. It may 
be thought of as a map of how the research will unfold and provides a logical plan 
as to how it will be conducted and the findings validated. For Mouton (1996:175) 
the research design serves to plan, structure and execute the research in order to 
maximise the validity of the findings.  
The design for this study was for quantitative research in which a questionnaire 
was administered, containing dependent and independent variables. The items in 
section A served as independent variables whereas the items in section B and C 
served as dependent variables. An independent variable is a variable with values 
that are not problematic in an analysis but are taken as simply given (Babbie, 
2008:19). In the research, factors such as age, gender, teaching qualification, and 
affiliation to teacher unions were considered to be independent variables, whilst 
the dependent variables were assumed to depend on or be influenced by the 
independent variables (Babbie, 2008:19). The perceptions of the teachers on how 
mandated changes were managed and how emotional intelligence was utilised by 
school leadership formed the dependent variables. 
Yin (2003:175) suggests colloquially a research design is a plan of action for 
getting from “here to there”, where “here” may be defined by a set of questions to 
be answered and “there” a set of results to be validated. However, the results or 
data collected must be valid and reliable. 
Quantitative research is useful for describing trends and explaining the 
relationship among variables found in the literature (Creswell, 2009:645). It 
research is useful when the sample being investigated is large, and it involves 
collecting data, analysing the data, interpreting the data and reporting on the 
findings. In this study the data was analysed using SPSS 20.  
Quantitative data can be seen as consisting of numbers that have been 
statistically analysed from a large number of respondents sampled. This research 
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aimed at investigating the perceptions of the teachers of the mandated change 
process and how emotional intelligence could be utilised to manage them.  
The education system in South Africa is bureaucratic in that it is driven by policy 
mandates, rules and regulations, and is also a system with various hierarchical 
levels. The macro-planners of policy are the national Department of Education 
(DoE) and the implementers, situated at the micro-level of the schools, namely the 
principals and their management teams.  
Regarding the mandated change process, school leaders are also expected to 
guide the accompanying emotions so that they do not derail the implementation of 
the legislated curriculum mandate. It is the leader who is seen as being ultimately 
responsible for managing the stress, emotions and anxiety accompanied by the 
mandated changes. According to Fullan (1993:22), curriculum mandates require 
creative thinking and committed action if they are to be successfully implemented. 
Commitment and creative thinking cannot be mandated as teachers are not 
technicians and one cannot make them change: “The main problem in public 
education is not resistance to change but the presence of too many innovations 
mandated or adopted uncritically and superficially on an ad hoc and fragmented 
basis” (Fullan, 1993:23).    
The principals at schools can utilise emotional intelligence as a tool to manage the 
mandated changes by the policymakers, and it is in this regard that the 
perceptions of the Foundation phase and the Grade 10 teachers should be taken 
into account.  
3.3 RESEARCH METHODOLOGY 
According to Hunter and Erin (2008:290-306), quantitative methods include the 
following: 
• The generation of models 
• The development of an instrument and methods of measurement 
• Experimental control and manipulation of variables 
• Collection of empirical data 
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• Modelling and analysis of data 
• Evaluation of results 
3.3.1 Research population and sampling 
Teachers in public schools were trained by the DoE to implement the CAPS 
mandate, with the SMTs, under the leadership of the principals, expected to 
manage implementation. The researcher therefore designed the questionnaire to 
elicit the perceptions of the teachers involved in implementation and the different 
domains of emotional intelligence. The change process involved collecting 
information in order to establish the correct diagnosis of the problem, establishing 
goals, designing the appropriate actions to achieve them and persuading key 
decision-makers to approve and support the proposed mandated changes.  
The population of this research comprised the teachers involved with teaching 
learners in the Foundation Phase and in Grade 10 in the Johannesburg North 
district of Gauteng. The sampling frame was a list of schools obtained from the 
Gauteng Department of Education (GDE) and the sample was 94 primary schools 
and 47 secondary schools selected on a random basis. The sample element 
consisted of the individual teachers who participated in the research by providing 
their perceptions to the items posed in the questionnaire.    
A subgroup of the target population that the researcher plans to study should be 
representative in allowing for generalisation to it (Creswell 2008:152). Teachers 
involved with the Foundation Phase in primary schools and with Grade 10 in 
secondary schools in the Johannesburg North cluster were selected on a random 
basis. The reason for the sampling was that the two groups of teachers had been 
trained in the way in which CAPS should be implemented. The researcher 
requested permission from the GDE’s research section (see Annexure1) and the 
district director to conduct research at the schools. 
3.4 DATA COLLECTION 
The main method of data collection was the questionnaire, designed to elicit 
information from the respondents (Babbie, 2008:272). As Creswell (2009:46) 
suggests, it is the researcher who decides, asks specific narrow questions, 
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collects quantifiable data from respondents, and analyses these numbers using 
statistical procedures. The questionnaire was designed in line with the theoretical 
framework and sent to the supervisor to be reviewed and adjusted. Additions, 
omissions and errors were rectified before it was sent to the schools. At a meeting 
of Foundation Phase heads of department (HoDs) held by the Foundation Phase 
District Coordinator, the teachers were reminded to complete the questionnaire 
and return it to the District Office. The meeting was held to discuss the challenges 
being experienced with CAPS by the teachers, in particular the HoDs at schools, 
and the rationale for the questionnaire explained. When schools did not comply, 
follow-up telephone calls were made with the principals of the schools concerned.  
Each questionnaire contained a letter explaining the ethical considerations 
involved, notably that it was a voluntary exercise but that participation in the 
completion would be appreciated. Each set of questionnaires were also 
accompanied by approval from the District Director concerned. Of a total of 600 
questionnaires sent to schools only 400 (66.67%) were returned with complete 
information that could be analysed. 
The carefully structured questionnaire contained 63 questions, divided into three 
sections. Section A asked for certain biographical data; Section B dealt with 
questions on mandated change; and Section C asked questions on the leader’s 
utilisation of emotional intelligence. 
The respondents were asked to indicate the extent of their agreement or 
disagreement with the statements on a scale of 1 to 6, as follows: 
Strongly disagree 1 2 3 4 5 6 Strongly agree 
  
On this scale, 1 would mean that they strongly disagreed and 6 that they strongly 
agreed with the statement provided. The intervals 2, 3, 4, 5 were to be regarded 
as equal intervals between 1 and 6. 
The questions were presented in such a way that they would not elicit more than 
one answer. A Likert type scale was used to obtain the perceptions of the 
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teachers to the extent that they agreed or disagreed with the statements in 
Sections B and C. 
3.4.1 Reliability and validity 
Joppe (2000:1) defines ‘reliability’ as the extent to which results are consistent 
over time and considers the data presented as being reliable when an accurate 
representation of the total population under study is represented. For Creswell 
(2008:168), reliability is achieved when the scores from an instrument are stable 
and consistent. Those obtained by respondents should be similar when a 
researcher administers the instrument on different occasions (Creswell, 
2008:168). 
‘Validity’ of the research, meanwhile, refers to the accuracy of the interpretations 
of the data collected. Of the various forms of validity, two were important to this 
research. Firstly, content validity, as defined by Creswell (2008:172), is the extent 
to which the questions on the instrument are representative of all the possible 
questions that a researcher could ask about the content or skills concerning the 
construct under investigation. Secondly, construct validity is concerned with 
whether the construct is measuring what it is supposed to measure (Creswell, 
2008:173). One technique used to measure construct validity is factor analysis, 
and should the construct prove to be valid and reliable then further statistical 
analyses can be conducted to investigate possible associations between the 
dependent and independent variables.  
 
3.5 DESCRIPTIVE DISCUSSION OF THE MEAN SCORES IN SECTION B  
The items in Section B probed perceptions surrounding the management of the 
mandated curriculum change (CAPS) which had to be implemented in the 
Foundation Phase in the primary school and in Grade 10 in secondary schools in 
2013. To facilitate the discussion the mean scores of the items have been 
arranged from highest to lowest, as presented in Table 3.1. 
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Table 3.1: Items in section B arranged according to the mean scores obtained 
Item Description Mean 
B8 
Successful implementation of CAPS depends on the 
commitment of teachers to the change. 
5.29 
B20 
The successful implementation of CAPS depends on positive 
attitudes from teachers. 
5.21 
B2 The leadership of the school has communicated the process 
that will be followed during the implementation of CAPS. 
5.15 
B3 
I have been supported by the leadership in the school 
regarding the implementation of CAPS. 
5.12 
B6 
The leadership in this school has encouraged me to be part of 
the mandated CAPS process. 
5.09 
B16 
The leadership in this school makes it clear that teachers must 
take ownership of the performance of their learners. 
5.08 
B5 
This school has developed the correct strategy to implement 
the mandated CAPS changes in keeping with the vision of the 
school. 
5.08 
B12 
In this school the interpersonal working relationships between 
leadership and teachers are positive. 
4.95 
B15 
The leadership in this school have effectively communicated 
the expectations of the CAPS document. 
4.93 
B14 
In this school meetings have been convened to assist with 
managing the implementation of CAPS. 
4.92 
B7 
In this school the mandated CAPS has been creatively 
managed. 
4.92 
B11 
In this school leadership have planned for the implementation 
of CAPS. 
4.90 
B13 
The leadership in this school have created a climate of trust to 
facilitate the implementation of CAPS. 
4.90 
B25 
The CAPS document serves as a reminder that a teacher 
should be a lifelong learner. 
4.89 
B1 At my school I have been part of the team that deals with the 4.84 
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mandated requirements of CAPS. 
B4 The principal has been part of the CAPS training. 4.62 
B18 
Conflict arising from the CAPS implementation in this school 
has been successfully managed. 
4.61 
B21 
The implementation of CAPS will improve the academic 
performance of learners. 
4.57 
B23 
I feel that the information given to principals regarding the 
implementation of CAPS has been shared with all 
stakeholders. 
4.45 
B19 
The implementation of CAPS has resulted in improved team 
work. 
4.43 
B24 
The CAPS document indicates that teaching is dependent on 
the context of the school. 
4.39 
rB17 
The implementation of CAPS has resulted in conflict among 
teachers. 
4.20 
B22 
Sufficient time has been allowed for schools to implement the 
changes associated with CAPS. 
3.90 
rB10 
I have been part of drawing up short and long term goals 
regarding CAPS. 
3.55 
rB9 
I feel that the opinions of teachers have largely been ignored in 
the design of the CAPS document. 
2.90 
 
For items with mean scores above 5.0 the respondents were in agreement. The 
item with the highest mean score (B8), was related to teacher commitment to the 
change effort, whilst B20, with the second highest mean score, was concerned 
with positive attitudes towards the change effort. These two items, involving 
teacher commitment and positive attitudes, are both aspects which cannot be 
mandated (Fullan, 1993:22-23). School leaders need to take this into 
consideration when they attempt to implement mandates such as CAPS at the 
micro or school level. Thus, although the curriculum change was designed and 
mandated at the macro level of the education system it can only be successfully 
implemented at the micro or school level if one can create the appropriate climate 
44 
 
that will positively influence the attitudes and commitment of the teachers to the 
change process. The item with the third highest mean involved communication of 
the change process, followed by items B3, B6, B16 and B5 which were 
concerned, respectively, with collaborative support, accepting ownership, and 
ensuring coherence to align the mandated change with the vision of the school.  
These items are in line with suggestions made by Kotter (2002:3-8) that school 
leadership needs to establish a sense of urgency, build a guiding team, get the 
vision right, communicate to obtain buy in, empower the teachers for action, create 
short-term wins, not let up, and make the changes stick. However, the change 
designed and mandated at macro political level typically makes use of power 
differences when change is mandated. After design the change is advocated in a 
top-down way to the schools at micro-level. One cannot ignore legislative 
mandates and hence it is easier to inform the people involved that they have to 
accept these changes and implement them in line with prescribed policy. Such a 
use of political power is bound to increase the implementation gap (between 
design and implementation) and hence school leadership would be wise to follow 
the steps suggested by Kotter when implementing change at the micro level of the 
school. School leadership should remember that formal authority becomes 
effective only to the extent that it is legitimized from below (Morgan, 1997:173). 
Leadership is more likely to obtain teacher commitment and positive attitudes if it 
is able to create a collaborative culture of mutual support, understanding and 
shared purpose, as by so doing the behaviour of the teachers can be influenced in 
a positive way.  
Item B20 had the lowest score of the items which were not reflected and 
respondents had the perception that insufficient time was allowed for schools to 
implement the changes suggested by the CAPS document. All mandates are 
characterised by such schedules and typically those who have to implement the 
mandates are not given time to reflect on them or to become involved in a 
meaningful dialogue. As Sengé (1990:274) discovered, without “a genuine sense 
of a common vision and values there is nothing to motivate people beyond self 
interest”. It would therefore be in the best interests of all public servants to follow 
instructions as this would serve their self interest. However, Sengé (ibid.) also 
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argues that an organisational climate dominated by merit rather than by politics, 
where “doing what is right predominates over who wants what done”, is the best 
way of building collaborative cultures. In order to obtain such a non-political 
climate the requirement of both participative and reflective openness is necessary. 
The former involves the norm of speaking openly and honestly about important 
issues whereas the latter requires continual reflection on one’s own thinking. The 
question arises as to whether the present transformative issues, such as the 
Equity Act, are conducive to participative openness, as speaking one’s mind is 
clearly not conducive to promotion within the present system. In addition, the 
present Equity Act largely ignores the requirement of merit.   
Item B10 was reflected and the mean score of 3.55 for involvement in goal setting 
indicates uncertainty in that it lies between partial disagreement and partial 
agreement. Item B9 was also reflected and the mean of 2.90 indicates partial 
disagreement with the idea that teacher opinion was being largely ignored.  
3.6 A DESCRIPTIVE DISCUSSION OF THE MEAN SCORES IN SECTION C 
 OF THE QUESTIONNAIRE 
The items in section C of the questionnaire probed perceptions of respondents 
about the utilisation by school leadership of emotional intelligence during the 
implementation of mandated curriculum change such as the CAPS policy. 
Emotional intelligence is composed of intrapersonal emotional intelligence and 
interpersonal emotional intelligence (Consortium for Research on Emotional 
Intelligence in Organisations, 1998). Intrapersonal emotional intelligence contains 
the facets of self-awareness, self-regulation and self-motivation, whilst 
interpersonal emotional competence is composed of social awareness and social 
skills. The items and their mean scores, arranged from highest to lowest, are 
presented in Table 3.2. 
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Table 3.2:  Items in section C arranged according to the mean scores obtained  
Item Description Mean 
C7 
The leadership in this school is aware of the values and goals 
that guide teaching and learning? 
5.26 
C19 
Leadership demonstrated honesty during the implementation of 
the CAPS process? 
5.07 
C15 
Leadership in this school is able to relate well to people from 
varied cultural backgrounds? 
5.04 
C11 
The leadership in this school dealt with CAPS implementation in 
a straight forward manner? 
5.01 
C10 
The leadership in this school demonstrates that they are 
confident about themselves? 
4.99 
C18 
Leadership demonstrated that they were adaptable to the 
changes associated with CAPS? 
4.98 
C26 
In my opinion learners in this school are regarded as our clients 
to whom we provide appropriate assistance? 
4.98 
C23 
I feel that I am committed to the changes associated with the 
CAPS document? 
4.97 
C13 
Leadership in this school was able to draw staff into active 
participation during the implementation of CAPS? 
4.94 
C22 
I would say that my personal goals are aligned with those of the 
school? 
4.91 
C6 
The leadership in this school were able to keep to their promises 
regarding the implementation of CAPS? 
4.91 
C20 
In this school leadership welcome any teacher initiatives 
associated with CAPS? 
4.91 
C5 
The leadership in this school were able to positively influence 
the staff regarding the CAPS document? 
4.90 
C9 
The leadership in this school demonstrated that they were able 
to champion the change associate with CAPS? 
4.89 
C24 
The leadership of this school were able to model the change 
expected by the implementation of CAPS? 
4.87 
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C3 
The leadership of the school are aware of their own strengths 
and weaknesses? 
4.87 
C25 
Leadership in this school are optimistic regarding the success of 
CAPS? 
4.86 
C4 
The leadership of the school are decisive in their decisions 
about CAPS? 
4.86 
C1 
The leadership were able to remain composed during the 
uncertainty associated with CAPS? 
4.80 
C17 
Leadership demonstrated that they were innovative during the 
implementation of CAPS? 
4.80 
C12 
Leadership were able to keep the teachers motivated during the 
implementation of CAPS? 
4.79 
C16 
Leadership demonstrate that they understand teacher emotions 
accompanied by mandated changes such as CAPS? 
4.79 
C2 
The leadership of the school are open to candid feedback about 
their own self-development? 
4.78 
C14 
Leadership in this school indicate that they listen carefully to 
teacher opinion when changes are implemented? 
4.68 
C21 
In my opinion school leadership spent sufficient time in 
mentoring the staff during CAPS implementation? 
4.62 
C8 
The leadership in this school demonstrate that political power 
from outside the school shapes the public school curriculum? 
4.34 
 
Item C7, namely that school leadership is aware of the values and goals that 
guide teaching and learning, had the highest mean score, indicating that the 
respondents agreed with the statement. This item could be associated with the 
self-awareness competence of emotional awareness as it indicates that school 
leadership have a guiding awareness of their values and goals. Honesty is related 
to trustworthiness, with individuals acting ethically, and as such is related to self-
regulation. Respondents agreed with this item indicating that school leadership 
made use of self-regulation when implementing mandated change such as the 
CAPS policy document. Item C15, which asked about relating to people from 
varied cultural backgrounds, can possibly refer to adaptability and as such is 
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associated with self-regulation. The respondents thus agreed that leadership in 
their schools made use of self-regulation when implementing mandated change. 
Doing so in a straightforward manner could be related to self-confidence and thus 
was associated with the self-awareness which leadership demonstrates. Item C10 
also indicates an awareness of self on the part of leadership.   
The remainder of the items were mostly concerned with interpersonal emotional 
intelligence and respondents tended towards agreeing with most of them. The last 
item, namely that leadership demonstrates that political power from outside the 
school shapes the public school curriculum, had a mean score of 4.34, indicating 
partial agreement only. It could be that school leadership is only partially 
competent when it comes to accurately interpreting key power relationships. In a 
bureaucratic organisation, “political rule is exercised by bureaucrats who sit behind 
a desk and who make or administer the rules which guide the organisations 
activities” (Morgan, 1997:156). Here power and accountability are closely related 
with one’s knowledge and use of the mandates with the law like form of 
administration that it implies (Morgan, ibid.). 
The mean scores of the items in Table 3.2 thus tend to suggest that one’s 
intrapersonal emotional intelligence acts as a guide to one’s interpersonal 
emotional intelligence. Thus, a leaders’ ability to be aware of and to regulate 
his/her own emotions influence the ability to work with other persons through 
social awareness, such as service orientation, empathy shown and social skills 
such as communication and leadership skills.    
 
3.5 CONCLUSION 
This chapter has outlined the research design and methodology. After the coding 
of the data an initial frequency analysis was conducted by STATKON using SPSS 
20.0. A descriptive analysis of the dependent variables in Sections B and C was 
also provided. The collated data was then sent to the researcher to complete the 
process of analysing the data and then writing up the findings, recommendations 
and conclusions. 
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CHAPTER FOUR 
ANALYSIS AND INTEPRETATION OF DATA 
4.1 INTRODUCTION 
In Chapter 3 the research design and methodology, sampling and data collection 
were discussed. The researcher used quantitative research, with a structured 
questionnaire made up of three sections. The questions in Section A represented 
the independent variables and those in Sections B and C the dependent variables. 
These questionnaires were sent to the Foundation Phase teachers at primary 
schools and Grade 10 teachers at secondary schools. Only 400 of the 600 
questionnaires sent to schools were actually retrieved from the schools. 
In this chapter the data is analysed, having been collected and sent to STATKON. 
A frequency analysis was conducted on all data to determine the independent 
groupings and the items in Sections B and C were subjected to successive factor 
analytic procedures to determine if fewer variables or factors could be formed. The 
resulting factors were then tested for possible differences on the various 
independent groups, using appropriate non-parametric procedures.  
The data showed that there is a positive correlation between the independent and 
dependent variable. In other words there is a direct relation between managing the 
implementation of the mandated change process and the utilisation of Emotional 
Intelligence. 
4.2 DESCRIPTIVE STATISTICS OF THE SAMPLE 
Descriptive statistics are mostly used to organise data into a more useable and 
interpretable format. The various biographic and demographic variables were 
provided in categorical format using either a nominal or ordinal scale in Section A 
of the questionnaire. The frequencies of the data in Section A will be presented 
and briefly discussed as they serve as independent variables in this research. 
4.2.1  Gender 
The frequencies associated with gender are displayed in Table 4.1 
Table 4.1: The frequency of the two gender groups 
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Gender Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Male 17 4.4 4.5 4.5 
Femal
e 
365 95.3 95.5 100.0 
Total 382 99.7 100.0  
Missin
g 
Syste
m 
1 .3 
  
Total 383 100.0   
 
The data in Table 4.1 indicates that only 4.4% of the respondents were male and 
hence the sample cannot be considered representative of the population of 
teachers in Gauteng with respect to gender. The CAPS document was mostly 
relevant to the Foundation Phase at primary schools and Grade 10 at the 
secondary schools for implementation during 2012. Most of the teachers offering 
the foundational phase were female, which may explain their predominance in the 
sample.  
4.2.2  Age 
The respondents were asked to provide their age in years and responses were 
grouped into four age categories. The frequencies are presented in Table 4.2. 
Table 4.2:  The frequencies of the four age groups in the sample 
Age categories  in 
years 
Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
<= 33 94 24.5 25.6 25.6 
34 - 42 99 25.8 27.0 52.6 
43 - 50 90 23.5 24.5 77.1 
51+ 84 21.9 22.9 100.0 
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Total 367 95.8 100.0  
Missing System 16 4.2   
Total 383 100.0   
 
The data in Table 4.2 indicates that the ages in the four category groups chosen 
were more or less equal as they were selected according the visual binning as 
provided by SPSS. The mean age was 41.8 years and the median was 42. Thus, 
50% of respondents were 42 years or older, compared to the average age of 41.1 
in Gauteng (Van Der Berg and Burger (2010:17). The sample is therefore 
reasonably representative of age.  
4.2.3  Teaching experience 
Respondents had to indicate their teaching experience in years, figures for which 
were then collapsed to four age categories and the appropriate frequencies shown 
in Table 4.3.  
Table 4.3: Frequencies of the four teaching experience categories  
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
<= 6 106 27.7 28.3 28.3 
7 - 12 91 23.8 24.3 52.5 
13 - 22 85 22.2 22.7 75.2 
23+ 93 24.3 24.8 100.0 
Total 375 97.9 100.0  
Missing System 8 2.1   
Total 383 100.0   
 
The mean teaching experience was 14.95 years with a median of 12.00, which 
means that 50% of respondents had more than 12 years of teaching experience. 
The initial NCS was first introduced in 1997 and hence teachers would have had 
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at least 15 years of exposure to the NCS and slightly less than 15 years to 
assimilate the NCS, the RCNS and CAPS. Thus, about half (47%) of the 
respondents in this sample would have been involved in all the curricular changes 
since 1997.  
4.2.4   Highest educational qualification 
The initial five qualification groups were collapsed to three and the frequency 
response of the sample presented as in Table 4.4 
Table 4.4: Frequencies of the three highest qualification categories  
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Grade12/Post 
school 
Dip./Certificate 
87 22.7 23.0 23.0 
Teachers' Dip./+ 
FDE 
154 40.2 40.6 63.6 
Degree or higher 138 36.0 36.4 100.0 
Total 379 99.0 100.0  
Missing System 4 1.0   
Total 383 100.0   
The data in Table 4.4 indicates a high percentage of 63.6% of teachers who had 
no bachelor’s degree qualification. Only 36.4% of educators in the sample had a 
degree or higher educational qualification. If one takes the minimum of a teacher 
diploma as sufficiently qualified then 23% of the sample was under qualified. This 
is in agreement with the Human Science Research Council finding (HSRC, 
1998:100).  
4.2.5  Teacher union affiliation  
There are numerous teacher unions in South Africa, with the South African 
Democratic Teachers Union (SADTU) claiming to have the largest membership at 
about 66% (Van Onselen, 2012). The statistics of this sample are provided in 
Table 4.5. 
53 
 
Table 4.5: Affiliation to the South African Democratic Teachers Union (SADTU) 
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
No(0) 258 67.4 67.4 67.4 
Yes(1) 125 32.6 32.6 100.0 
Total 383 100.0 100.0  
 
The data in Table 4.5 indicates that only 32.6% of the sample had members who 
were affiliated to SADTU. Of those not, 28.2% indicated affiliation to the National 
And Professional Teachers' Organization of South Africa (NAPTOSA) and 14.6% 
to the Suid-Afrikaanse Onderwysersunie (South Africa Teachers' Union) (SAOU). 
The sample could thus not be said to be representative of SADTU membership, 
but over-representative of the other more liberal educator unions.  
 
4.2.6  School type 
As the majority of the sample was from primary schools the five initial groups were 
collapsed to two, namely primary and others. The frequencies are shown in Table 
4.6. 
Table 4.6: Frequencies of the school type groups  
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Primary 310 80.9 81.4 81.4 
Others 71 18.5 18.6 100.0 
Total 381 99.5 100.0  
Missing System 2 .5   
Total 383 100.0   
 
The data in Table 4.6 indicates that 81.4% of the sample was from primary 
schools, which is not representative of school type but over-representative of 
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primary schools, which should consist of about 71% of public schools in Gauteng 
(Department of Basic Education, 2010).  
4.2.7  Language of instruction at your school 
The original five categories of language instruction were collapsed to four, the 
frequencies for which are presented in Table 4.7 
Table 4.7: Frequencies of the language of instruction groups  
Language of instruction Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
English 250 65.3 66.8 66.8 
Afrikaans 43 11.2 11.5 78.3 
Double/Parallel 
medium 
49 12.8 13.1 91.4 
Other 32 8.4 8.6 100.0 
Total 374 97.7 100.0  
Missing System 9 2.3   
Total 383 100.0   
 
The data indicates that 91.4% of the schools sampled had either English or 
Afrikaans as language of instruction. Only 8.6% had other (Nguni or Sotho) as 
language of instruction.  
4.2.8  Number of principals during the previous ten years 
The original 6 groups was collapsed to 3, and their frequencies are shown in 
Table 4.8 
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Table 4.8: Frequencies of the number of principals during the previous 10 years 
Number of principals 
during past 10 years 
Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
One 175 45.7 48.5 48.5 
Two 136 35.5 37.7 86.1 
Three or 
more 
50 13.1 13.9 100.0 
Total 361 94.3 100.0  
Missing System 22 5.7   
Total 383 100.0   
 
The majority of respondents indicated that their school had had only one principal 
during the previous 10 years (48.5%), whilst 37.7% indicated that they had had 
two principals and 13.9% three or more. Thus, with 86.1% of the sample indicating 
one or two, one could say that the schools sampled were reasonably stable 
regarding the number of principals or school leadership during the previous 10 
years. 
4.2.9  Quintile grouping of your school 
The original 5 quintile groups were collapsed to 4 as groups 1 and 2, which 
formed the poorer schools which probably do not pay school fees and hence were 
no fee schools which could not use the allocated funds as they pleased (Ndlovu, 
2012:17). The frequencies are listed in Table 4.9. 
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Table 4.9: Frequencies of the four quintile groups 
Quintile groups Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Quintile 1+2 39 10.2 15.4 15.4 
Quintile 3 97 25.3 38.3 53.8 
Quintile 4 86 22.5 34.0 87.7 
Quintile 5 31 8.1 12.3 100.0 
     
Total 253 66.1 100.0  
Missing System 130 33.9   
Total 383 100.0   
 
The data in the Table indicates that 15.4% of the respondents belonged to the 
poorer schools. Quintile 3 schools could probably be added to this category as 
they were classified as no fee schools by the National Norms and Standards for 
School Funding (NNSSF) policy. Hence 53.8% of the sample could probably be 
classified as belonging to the poorer schools and 46.3% would belong to the more 
wealthy ones.  
4.2.10  Extent of belief that locality of school relates to the relative 
wealth of the community 
Item A8 asked respondents to give their perception regarding the quintile grouping 
relative to the wealth of the community in which it was situated. The “to no extent” 
and “to a small extent” categories were grouped together and hence the five 
original groupings were collapsed to four. The frequencies of the responses are 
given in Table 4.10. 
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Table 4.10: Frequencies of the extent of agreement that the locality of the school 
 reflects the relative wealth of the community   
 
Extent of agreement Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
To no to a 
small extent 
39 10.2 15.4 15.4 
To a 
moderate 
extent 
97 25.3 38.3 53.8 
To a large 
extent 
86 22.5 34.0 87.7 
To a very 
large extent 
31 8.1 12.3 100.0 
Total 253 66.1 100.0  
Missing System 130 33.9   
Total 383 100.0   
 
The respondents who agreed to a moderate, to a small extent and to no extent 
formed 53.8% of the sample, while those who agreed to a large extent and very 
large extent formed 46.2% of the sample. However, 33.9% of the respondents did 
not provide an answer.  
 
4.2.11  Socio-economic status of the majority of learners in the school  
 
The respondents were asked to indicate their perceptions about the socio-
economic status (SES) of the majority of learners in their school. The frequencies 
of their responses are given in Table 4.11. 
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Table 4.11 Perceptions of the socio-economic status of majority of learners in the 
school 
Socio-economic 
status of majority of 
learners 
Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Above 
average 58 15.1 15.4 15.4 
Average 211 55.1 56.0 71.4 
Below 
average 108 28.2 28.6 100.0 
Total 377 98.4 100.0  
Missing System 6 1.6   
Total 383 100.0   
 
There were 15.4% of respondents who indicated that the majority of their learners 
came from above average socio-economic conditions.  Only Quintile 5 schools 
(12.3% in Table 4.9) came relatively close to this figure. Quintile 1 and 2 schools 
should correlate well with the 28.6% of below average SES of Table 4.11. 
However, it did not correlate well as only 15.4% indicated that they belonged to 
quintile 1 and 2 schools. It is possible that many educators in Quintile 3 and 4 
schools believed that their learners came from average SES situations. The 
present quintile grouping did not correlate with the educators perceptions of the 
majority of learners SES, which could be because the migration of learners from 
Township schools to Urban schools had resulted in Quintile 5 schools containing 
many learners from below average SES situations. 
4.2.12  Educators perception of the extent to which government funds 
should follow the learner and not be based on the school’s location 
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Table 4.12: Extent that government funds should follow the learner  
 
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
To no extent 28 7.3 7.9 7.9 
To a small extent 16 4.2 4.5 12.4 
To a moderate 
extent 78 20.4 22.0 34.4 
To a large extent 139 36.3 39.2 73.5 
To a very large 
extent 94 24.5 26.5 100.0 
Total 355 92.7 100.0  
Missing System 28 7.3   
Total 383 100.0   
 
The majority of the respondents believed to a large and very large extent that 
government funding should follow the learner (65.7%). Only 12.4% believed this to 
no extent and  to a small extent, while 20.4% believed it to a moderate extent. It 
would seem that educators believed that the present quintile system was flawed 
and possibly needed to be revised. 
4.2.13  Home language 
 The original 12 groups were collapsed to the four main language groups in South 
Africa namely, Nguni, Sotho, Afrikaans and English. The frequencies are given in 
Table 4.13. 
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Table 4.13: Frequencies of the four home language groups in the sample  
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid 
Nguni 118 30.8 31.2 31.2 
Sotho 50 13.1 13.2 44.4 
Afrikaa
ns 
89 23.2 23.5 68.0 
English 121 31.6 32.0 100.0 
Total 378 98.7 100.0  
Missing System 5 1.3   
Total 383 100.0   
According to the census in South Africa (Stats SA, 2012) the population consists 
of 46.7% Nguni home languages, 25.2% Sotho speakers, 13.7% Afrikaans home 
language and 9.8% English home language speakers. The sample was not 
representative of the various home language groups as English and Afrikaans 
were overrepresented and Sotho underrepresented.  
 
4.3 INFERENTIAL ANALYSIS OF THE DATA IN THE SAMPLE 
The 25 items in Section B of the questionnaire asked respondents to give their 
perceptions regarding the implementation of CAPS as mandated curriculum. 
Respondents were requested to respond on a six-point interval scale, with 1 
indicating strong disagreement with the item and 6 indicating strong agreement. 
The items in section B were subjected to a factor analytic procedure in an effort to 
reduce the data set to a more manageable size while retaining as much of the 
original information as possible. 
4.3.1 Factor analysis of the items in Section B 
An initial Principal Component Analysis (PCA) indicated that items B9, B10 and 
B17 had to be reflected. After refection item B9 still had a Kaiser Meyer Olkin 
(KMO) value of <0.7 and was removed from the analysis. The KMO value of 0.903 
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and Bartlett’s sphericity of p=0.000 with all items having communalities greater 
than 0.3 indicated that the PCA would be plausible. Four first-order factors 
resulted which explained 59.23% of the variance present. These factors were: 
• Aspects facilitating the implementation of mandated curriculum change 
(FB1.1). It was composed of 9 items and had an Alpha Reliability coefficient 
of 0.85 
• Creating a collaborative culture to support mandated curriculum change 
(FB1.2). It consisted of 6 items and had an Alpha reliability of 0.82 
• Communicating the purpose of mandated curriculum change (FB1.3). This 
factor contained 6 items with a reliability coefficient of 0.85 
• Aspects impeding the implementation of mandated curriculum change 
(FB1.4) consisting of 3 items with an Alpha reliability coefficient of 0.56. 
A second-order factor analytic procedure was performed on the four first-order 
factors as the KMO of 0.75 and Bartlett’s sphericity indicated that fewer factors 
would be formed. One second-order factor consisting of 24 items with an Alpha 
Cronbach Reliability coefficient of 0.914 resulted. It explained 62.0% of the 
variance present.  The resulting histogram and box plot of the factor which was 
named “the management of mandated curriculum change at school level” is 
provided in Figure 4.1. 
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Figure 4.1: A histogram and box plot showing the distribution of data in the 
factor managing CAPS as mandated curriculum change (FB2.0) 
The mean score of 4.75 indicates that the respondents tended towards agreement 
with the statements. As there was only one outlier (respondent 248) it was not 
removed from the data. The median value of 4.86 indicates that 50% of 
respondents obtained values greater than 4.86 indicating agreement with the 
items in the factor. One can conclude that the educators’ perceptions were that 
the school leadership implemented the CAPS within the parameters of the 
legislative mandates and policies.  
 
4.3.2  Factor analysis of the items in Section C 
A similar procedure to that performed on items in Section B was done for items in 
Section C. Only item 21 C, with communality less than 0.3 had to be removed. 
The KMO value of 0.957 and Bartlett’s sphericity of p=0.000 indicated that fewer 
factors would result. The remaining 25 items formed 3 first order factors that 
explained 68.76% of the variance present: 
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• Utilising self awareness during mandated curriculum change (FC1.1). It 
contained 9 items and had an Alpha Cronbach coefficient of 0.92. 
• Utilising social awareness during mandated curriculum change (FC1.2). 
This factor contained 8 items and had a Cronbach reliability of 0.94. 
• Utilising social skills during mandated curriculum change (FC1.3). This 
factor consisted of 8 items related to the use of social skills by school 
leadership and had a Cronbach reliability of 0.93.  
A second-order analysis seemed plausible as the KMO value of 0.77 and Bartlett’s 
sphericity of p=0.000 indicated that this was plausible. One second-order factor 
resulted which explained 86.83% of the variance present resulted. It contained 25 
items and had a Cronbach reliability coefficient of 0.975 and was named 
“utilisation of Emotional Intelligence by school leadership in the management of 
mandated curriculum change”. The distribution of the data is given in Figure 4.2. 
 
  
 
Figure 4.2: Distribution of data in factor perceptions of EI of school leadership 
(FB2.0) 
A mean score of 4.90 indicates that the respondents agreed that the leadership in 
their school was capable of utilising emotional intelligence. The median of 4.96 
indicates that 50% of the respondents scored above 4.96 and thus agreed with the 
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factor. The distribution can be considered to be negatively skew and hence non-
parametric statistical procedures should be utilised when analysing the factor 
means for possible differences between the various independent groups present 
in the research sample. Respondent number 248 was a clear outlier in both 
scatter plots and could have been removed from the analysis. This respondent 
was female, 35 years of age with 13 years teaching experience, was affiliated with 
SADTU, belonged to a primary school and had English as home language. The 
respondent was generally negative in all responses but was left in the analysis as 
removal would mean a permanent loss of this respondents’ data.   
 
The two factors namely, managing the implementation of CAPS and perceptions 
of Emotional Intelligence, involved in this research are strongly correlated with one 
another as shown by the scatter plot in Figure 4.3. 
 
Figure 4.3: A scatter plot of managing CAPS as mandated curriculum change 
versus perceptions of emotional intelligence of school leadership  
The graph indicates that the effect size was large (r=0.798). The scatter plot 
indicated that 63.6% of the variance in the one factor could be accounted for by 
the other factor. Thus, as perceptions of emotional intelligence increase so do the 
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perceptions of managing mandated curriculum change. The practical implication of 
this finding could be that the more emotionally intelligent leadership is perceived to 
be the greater is the agreement of managing the implementation of mandated 
change. Although school leadership may be irritated by the continuous changes in 
curricula they are therefore able to manage or regulate their own emotions as well 
as realising that to get something implemented one has to manage interpersonal 
relationships well.  
 
4.4 MULTIPLE REGRESSION TO DETERMINE THE BEST PREDICTORS OF 
MANAGING MANDATED CURRICULUM CHANGE AT SCHOOL LEVEL 
(FB2.1) 
As the first order factors involved with the utilisation of emotional intelligence by 
school leadership to manage mandated curriculum change were all found to be 
reliable they can be used to determine which of the three first order emotional 
intelligence factors were the best predictors of the outcome managing mandated 
curriculum change at school level. Expressed in the form of a multiple regression 
equation: 
Managing mandated curriculum change (FB2.1) = Constant + Self awareness + 
Social awareness + Social skills. The values produced for the SPSS 20.0 model 
were R2= 0.657; ΔF (3,366) = 233.64; p = 0.000; Durbin Watson = 1.921. All these 
values imply that the model is a good fit and hence the regression model is a 
better predictor of the outcome than the means model (Field, 2009:236). 
Furthermore the Beta values indicate that the utilisation of social skills (FC1.3) is 
the best predictor (β=+0.44) of managing mandated curriculum change (FB2.1), 
followed by social awareness (β=+0.35). In summarised form the equation thus 
becomes: 
FB2.1 = 1.18 + 0.06 (FC1.1) (p=0.28) + 0.28 (FC1.2) (p=0.000) + 0.38 (FC1.3) 
(p=0.000). As the probability value of FC1.1 (self-awareness) was  > 0.05 it could 
be removed from the equation indicating that only social awareness (FC1.2) and 
social skills (FC1.3) are significant predictors of the outcome FB2.1. This has the 
implication that persons serving in leadership positions in schools should utilise 
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social emotional skills such as communication, leadership, acting as a catalyst for 
change, having the ability to manage conflict and make use of collaboration and 
model team qualities such as respect, helpfulness and cooperation (The 
Consortium for research on Emotional Intelligence in Organisations, 1998). School 
leadership should also make use of social awareness skills such as empathy, 
demonstrate a service orientation, be available to develop others, be able to 
leverage diversity and accurately read power relationships (The Consortium for 
research on Emotional Intelligence in Organisations, 1998). The multiple 
regression procedure uses a different model than the means model used to 
analyse the data in Tables 3.1 and 3.2 and hence different parameters are 
present. The regression model indicates that only interpersonal emotional 
intelligence (in the form of social awareness and social skills) are significant 
predictors of the management of mandated curriculum change (FB2.1). It is 
possible that in a bureaucratic hierarchical arrangement that the mandated 
policies make the intrapersonal skills something which is accepted as an intrinsic 
part of all leaders and hence it is not a significant predictor of the management of 
mandated curriculum change. However, the factor analytic procedure does 
indicate that it is part of the structure of the utilisation of emotional intelligence by 
school leadership when implementing mandated curriculum change.  
The factors management of mandated curriculum change (FB2.1) and utilising 
emotional intelligence (FC2.1) came from the same population and hence they 
could be compared for possible statistically significant differences between them 
using the Related-Wilcoxon Signed Rank Test [H (377) = 49433.0; p<0.0005; Z = 
6.986; r=0.36]. Respondents thus agreed more strongly with the utilisation of EI by 
school leadership than they did with managing the implementation of CAPS as 
mandated curriculum change.  
As both of the factors involved in this research are negatively skew the researcher 
decided to use non-parametric tests to search for possible significant differences 
between the various independent groups. 
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4.4 Testing for significant differences between two independent groups 
The non-parametric equivalent of the Student t-test is the Mann-Whitney U-test. 
The first independent group to be tested is gender. Only groups where significant 
differences were found will be displayed.  
4.4.1 Testing for significant differences between the two gender groups 
Table 4.14: The Mann-Whitney ranked test results regarding gender  
 
 A1.Gender N Mean 
Rank 
Sum of 
Ranks 
Managing CAPS as  
mandated curriculum 
change 
Male 17 146.38 2488.50 
Female 361 191.53 69142.50 
Total 378   
Perceptions of 
Emotional 
Intelligence of school 
leadership 
Male 17 129.71 2205.00 
Female 360 191.80 69048.00 
Total 377   
 
Table 4.15: Test statistics for the Mann-Whitney test with respect to the two 
gender groups 
 Managing mandated 
curriculum change 
Perceptions of Emotional 
Intelligence 
Mann-Whitney U 2335.500 2052.000 
Wilcoxon W 2488.500 2205.000 
Z -1.665 -2.297 
Asymp. Sig. (2-
tailed) .096 .022* 
** = Statistically significant at the 1% level (p<0.05) 
* = Statistically significant at the 5% level (p>0.01 but p<0.05)  
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The results of the data in Tables 4.14 and 4.15 indicate that the mean rank of 
male respondents )49.4( =MalesX  is significantly different from female respondents 
)92.4( =FemalesX  with respect to the perceptions of emotional intelligence utilisation 
only (U = 2335.500; Z = -2.297; p=0.02; r=0.12). Female respondents thus have 
more positive perceptions about the ability of school leadership in utilising 
emotional intelligence than do male respondents. This is possibly due to the more 
caring nature of females or it may indicate that they are better able to observe the 
emotional competence of school leadership than are the male respondents in the 
sample.  
 
4.4.2 Testing for significant differences between the two SADTU affiliation 
groups 
The appropriate results are provided in Tables 4.16 and 4.17 as provided by 
SPSS 20. 
 
Table 4.16:  The Mann-Whitney ranked test results regarding SADTU affiliation 
 
Factors  
Not 
affiliated/Affiliated 
to SADTU  
N Mean 
Rank 
Sum of 
Ranks 
Managing CAPS as 
mandated curriculum 
change 
Not SADTU member 255 195.56 49869.00 
 SADTU Member 124 178.56 22141.00 
Total 379   
Perceptions of 
Emotional 
Intelligence of school 
leadership 
Not SADTU member 254 198.98 50542.00 
SADTU Member 124 170.07 21089.00 
Total 378   
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Table 4.17: Test statistics for the Mann-Whitney test with respect to the affiliation 
to SADTU groups 
 
 Managing mandated 
curriculum change 
Perceptions of Emotional 
Intelligence 
Mann-Whitney U 14391.000 13339.000 
Wilcoxon W 22141.000 21089.000 
Z -1.418 -2.417 
Asymp. Sig. (2-
tailed) 
.156 .016* 
** = Statistically significant at the 1% level (p<0.05) 
* = Statistically significant at the 5% level (p>0.01 but p<0.05)  
 
The data in Tables 4.16 and 4.17 indicate that SADTU affiliated respondents have 
significantly lower mean ranks than non-SADTU members with respect to the 
emotional intelligence utilisation of school leadership only (U=14391.00; Z=-2.417; 
p=0.016; r=0.12).  
SADTU members had statistically significantly lower factor means )76.4( =SadtuX
than respondents who belonged to other unions )97.4( =−SadtuNonX and thus 
although they tended towards agreement with the emotional intelligence factor 
they did not agree as strongly as did respondents who were not affiliated to 
SADTU. It is possible that the members of SADTU, consisting mainly of Nguni and 
Sotho home languages, belonged to a more collectivistic culture and did not see 
their leadership in schools as demonstrating behaviours such as group harmony 
and where personal relationships prevailed over the task at hand (Hofstede, 
1991:66). Leadership in collectivistic societal cultures have an extremely difficult 
task of attempting to balance the behaviour expected of them in a hierarchical 
bureaucratic educational system, which is typically individualistic, with that which 
their followers expect of them, namely collectivism.  
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4.4.3 Testing for significant differences between the two school type 
groups 
The appropriate data for school type groups is given in Tables 4.18 and 4.19 
Table 4.18: The Mann-Whitney ranked test results regarding type of school 
 
 
School type recoded 
to Primary (1) and 
other (2) 
N Mean 
Rank 
Sum of 
Ranks 
Managing CAPS as 
mandated curriculum 
change 
Primary 307 194.92 59839.50 
Other 70 163.05 11413.50 
Total 377   
Perceptions of 
Emotional 
Intelligence of school 
leadership 
Primary 306 195.47 59814.00 
Other 70 158.03 11062.00 
Total 376   
 
Table 4.19: Test statistics for the Mann-Whitney test with respect to the two 
school type groups 
 
 Managing mandated 
curriculum change 
Perceptions of Emotional 
Intelligence 
Mann-Whitney U 8928.500 8577.000 
Wilcoxon W 11413.500 11062.000 
Z -2.208 -2.602 
Asymp. Sig. (2-
tailed) 
.027 .009 
** = Statistically significant at the 1% level (p<0.05) 
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* = Statistically significant at the 5% level (p>0.01 but p<0.05)  
Primary school respondents differed statistically significantly from other type 
schools with respect to the mean ranks regarding both the managing of CAPS as 
mandated curriculum change and the perceptions of emotional intelligence of 
school leadership.  Primary school respondents agreed to a statistically 
significantly greater extent with managing CAPS as mandated curriculum than 
other school types do (U=8928.50; Z=-2.208; r=0.11). With respect to the 
utilisation of emotional intelligence primary school respondents also agreed to a 
statistically significantly greater extent than do respondents from other types of 
schools (U = 11413.50; Z=-2.602; r=0.13). Primary school respondents were 
mostly female (79.4%) and hence this finding correlates with the one concerning 
gender with female respondents being more positive about the ability of school 
leadership to manage mandated curriculum change and the use of emotional 
intelligence in doing so.  
 
4.5 TESTING FOR SIGNIFICANT DIFFERENCES BETWEEN THREE OR 
MORE INDEPENDENT GROUPS 
The non-parametric counterpart of the ANOVA is the Kruskal-Wallis (H) test. The 
predominant socio economic status of the majority of the learners is the first 
independent group to be tested. 
 
4.5.1 The Socio-Economic-Status of the majority of learners in the school 
The appropriate data for the three SES groups is provided in Tables 4.20 and 4.21 
Table 4.20: The Kruskal-Wallis test for the three SES groups regarding the two 
dependent variables  
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 Factors  
A11.How would you describe 
the socio-economic status of 
the majority of learners in your 
school? 
N Mean Rank 
Managing 
mandated 
curriculum 
change 
Above average 58 210.83 
Average 209 193.67 
Below average 107 162.81 
Total 374  
Perceptions 
of Emotional 
Intelligence 
Above average 58 201.47 
Average 208 197.05 
Below average 107 159.62 
Total 373  
 
Table 4.21: Test statistics for the three SES groups regarding the two dependent 
variables  
 Managing mandated 
curriculum change 
Perceptions of Emotional 
Intelligence 
Chi-
Square 
8.963 9.766 
df 2 2 
Asymp. 
Sig. 
.011** .008** 
a. Kruskal Wallis Test 
** = Statistically significant at the 1% level (p<0.01) 
* = Statistically significant at the 5% level (p>0.01 but p<0.05)  
 
The data in Tables 4.20 and 4.21 indicates that the three SES groups differ 
statistically significantly from one another regarding their mean ranked scores with 
respect to managing CAPS as mandated curriculum change [H (2) = 8.96; p=0.01] 
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and with respect to perceptions of the utilisation of EI of school leadership [H (20 = 
9.77; p=0.008]. The pair-wise difference now needs to be determined and for that 
the Mann-Whitney U-test can be utilised.  The tests for the factor managing CAPS 
as mandated change are provided in Figure 4.4. 
4.5.1.1  Pair-wise differences for the three SES groups with respect to 
managing CAPS as mandated change  
The relevant data is provided in Figure 4.4. 
 
 
Figure 4.4: A pair-wise comparison of the three SES groups with respect to 
managing CAPS as mandated curriculum change 
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The data in Figure 4.4 indicates that at the pair-wise comparative level that the 
below average group )61.4( =BelowX differ statistically significantly from the average 
)80.4( =AverageX SES group (Z= 2.46; p = 0.049; r=0.19). The largest difference is 
however between the below average and above average ( )83.4=AboveX group 
(Z=2.724; p=0.019); r=0.20.  Both the average and above average groups agree 
significantly more strongly with the factor managing CAPS as mandated 
curriculum change, thus it would appear as if the lower the SES of learners is 
perceived to be the more difficult it is to agree with managing CAPS as mandated 
curriculum change. This is what one would expect as managing a curriculum 
change is also dependent on available resources which are less in poor SES 
situations.  
4.5.1.2  Pair-wise differences for the three SES groups with respect to 
perceptions of the utilisation of emotional intelligence by school 
leadership 
The data in Figure 4.5 indicates the pair-wise differences with respect to the 
perceptions of the utilisation of EI by school leadership. When the three groups 
are tested against one another there is a statistically significant difference and 
hence SES does significantly affect the utilisation of EI by school leadership [H (2) 
= 9.77; p = 0.008]. To distinguish which particular groups differ from one another 
one could use the Mann-Whitney test with Bonferroni correction. The data in 
Figure 4.5 indicates that it is only the average and below average groups that 
differ statistically  significantly from one another (Z=-3.004; p=0.01; r=0.17). The 
above average ( )95.4=AverageX group and the average group   
( 97.4=AverageX ) agree more strongly with the factor than do the below average 
group  
( 71.4=BelowX ) indicating that the utilisation of EI is affected by perceptions of the 
learners’ SES. It would again seem that the fewer the resources available the 
more difficult it is for school leadership to utilise emotional intelligence. As the 
utilisation of EI by school leadership is strongly correlated with managing the 
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implementation of CAPS as mandated curriculum change it can be said that the 
more wealthy the learners in the school are perceived to be the more likely it is 
that school leadership could make use of EI to influence the implementation of 
mandated curriculum changes.    
 
Figure 4.5: A pair-wise comparison of the three SES groups with respect to 
perceptions of the utilisation of EI by school leadership 
 
4.5.2 The home language groups in the sample 
The home language groups were collapsed to four, namely Nguni (1), Sotho (2),  
Afrikaans (3) and English (4). The results of the Kruskal-Wallis test for managing 
CAPS as mandated curriculum change were [H (3) = 13.10; p=0.004] and for 
perceptions of the utilisation of EI by school leadership were [H (3) = 17.28; 
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p=0.001]. Hence both of the factors differ statistically significantly regarding the 
four home language groups. The pair-wise comparisons will be considered 
separately. 
4.5.2.1 Pair-wise differences for the four home language groups with 
respect to managing CAPS as mandated change  
The pair-wise comparisons of the four home language groups with respect to 
managing CAPS as mandated curriculum change as provided by SPSS 20 is 
given in Figure 4.6   
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Figure 4.6: A pair-wise comparison of the four home language groups with 
respect to managing CAPS as mandated curriculum change 
 
Allowing for the Bonferroni correction the p value must be less than 0.0125 and 
hence only the Nguni home language group ( 69.4=NguniX ) differs statistically 
significantly from the Afrikaans home language group ( )97.4=AfrikaansX . The Mann-
Whitney test value for this comparison was Z =-3.282; r=0.23. The Afrikaans home 
language group thus agreed to a statistically significantly larger degree with the 
factor of managing the implementation of CAPS as mandated curriculum change 
than do the Nguni home language group. This difference between the two groups 
is probably mainly due to cultural differences such as differences between 
individualistic dimensions and collectivistic dimensions of culture (Hofstede, 1991: 
50). In collectivistic cultures the interest of the group prevails over the interest of 
the individual and the teacher Union to which teachers belong is likely to play a 
large role here. A cross tabulation of teacher unions versus home language 
groups indicates that 62% of Nguni respondents belong to SADTU while only 
9.1% of Afrikaans respondents belong to it. Dlamini (2012) clearly positions 
COSATU and its affiliates such as SADTU as a mass movement and hence 
places SADTU in the collectivistic dimension of culture. In the collectivistic cultural 
dimension the personal relationship prevails over the task and loyalty is to the 
group (Hofstede, 1991:50/58). Teachers affiliated to SADTU are thus likely follow 
the guidance they receive from SADTU as educator union who are often at 
“loggerheads” with the Department of Education regarding issues of managing 
curriculum changes.   
 
4.5.2.2  Pair-wise differences for the four home language groups with 
respect to perceptions of the utilisation of EI by school leadership 
The Kruskal-Wallis test for the comparison of three or more independent groups 
indicated the following: [H (3) = 17.28; p=0.001], hence the four home language 
groups differed statistically significantly when considered together. At the 
univariate level the Mann-Whitney U test needs to use a probability value less 
78 
 
than 0.0125 as four groups were involved. Statistically significant differences were 
present between the Sotho and Afrikaans home language groups (Z=-3.375; 
p=0.008; r =0.23). In addition the Afrikaans home language group differed 
statistically significantly from the English home language group (Z=-3.509; p = 
0.001; r=0.24). The Afrikaans home language group had the highest mean score   
( )18.5=AfrikaansX and respondents from this group agreed more strongly than other 
home language groups that the leadership in their schools utilised emotional 
intelligence. The Afrikaans home language group probably belong to the 
individualistic dimension of culture where performance rewards are given to 
individual performance and the task prevails over any personal relationships 
(Hofstede, 1991:67). The data for the pair-wise comparisons is given in Figure 4.7. 
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Figure 4.7: A pair-wise comparison of the four home language groups with 
respect to perceptions of the utilisation of EI by school leadership. 
 
4.6 SYNTHESIS  
The respondents in the sample were not representative of gender as the vast 
majority were female. The average age was 41.8 years with more than 50% 
having more than 12 years of teaching experience and  23% of the teachers could 
be regarded as under-qualified as they did not have a teacher’s diploma. The 
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majority belonged to SADTU (32.6%) but this was under-representative of the 
union’s membership in Gauteng. The vast majority of the respondents taught at 
primary schools (81.4%). The language of instruction at the schools in the sample 
was predominantly English (65.3%), however, double and parallel medium of 
instruction schools also include English and hence English as language of 
instruction could be present in 78.1% of the sample. The majority of the sample 
had the perception that their learners came from average socio-economic-
situations (56.0%) while 28.6% perceived learners as coming from below average 
SES. The majority of the sample (65.7%) believed that government funding should 
follow the learner and not the school as presently the case with the quintile 
groups. English and Afrikaans home language speakers formed the majority of the 
sample and this was not representative of the population in Gauteng. As most of 
the independent groups were not representative of the teaching population in 
Gauteng, inferences to the population will not be made and the results will apply 
only to the sample.  
The 24 items that probed teacher perceptions regarding managing CAPS as 
mandated curriculum change were found to be composed of four underlying 
factors. These factors correlated with those found in the literature and were 
named: aspects facilitating the implementation of mandated curriculum change 
(FB1.1); creating a collaborative culture to support mandated curriculum change 
(FB1.2); communicating the purpose of mandated curriculum change (FB1.3); and 
aspects impeding the implementation of mandated curriculum change (FB1.4). A 
second order factor analysis formed one factor only which had a Cronbach 
reliability coefficient of 0.914 and explained 62.0% of the variance present. The 
factor had a mean score of 4.75, indicating that respondents tended towards 
agreement with the items in the factor.  
The 25 items used to investigate perceptions on the utilisation of emotional 
intelligence by school leadership were found to be composed of three underlying 
factors which were named: utilising self-awareness during mandated curriculum 
change (FC1.1); utilising social awareness during mandated curriculum change 
(FC1.2); and utilising social skills during mandated curriculum change (FC1.3). A 
second-order factor analytic procedure resulted in one factor only with a Cronbach 
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reliability coefficient of 0.975 and explained 86.8% of the variance present. The 
mean score of 4.90 indicated that respondents agreed with the factor and did so 
statistically significantly more strongly than they did with the managing mandated 
curriculum change factor. It had a moderate effect size, possibly indicating that 
school leadership was perceived to be better at utilising their emotional 
intelligence than they were at managing the implementation of a mandated 
curriculum change. In addition, the two factors were found to be highly correlated 
(r=0.798) with one another, hence increasing the one factor is likely to result in an 
increase in the other one. Implementing change, even if mandated, results in 
stress, increasing uncertainty and anxiety among those responsible for the 
implementation, and if one can increase the emotional intelligence of school 
leadership this could relieve some of the stress and anxiety and reduce the 
uncertainty associated with curriculum changes.  
A multiple regression procedure indicated that the best predictor of the 
management of mandated curriculum change at school level was the ability by 
school leadership to make use of their social emotional skills (FC1.3), followed by 
social awareness skills (FC1.2).  The two factors form what one can name 
‘interpersonal emotional skills’ and this emphasises the importance of positive 
interpersonal relationships and interpersonal skills in guiding the behaviour of 
followers at the micro or school level. This finding correlates with the literature 
finding of managing change where creating collaborative cultures and 
communication were emphasised (see 2.3). However, this research indicates that 
creating collaborative cultures and communication were a function of the leaders’ 
emotional intelligence.  
Female respondents, educators from primary schools and respondents not 
affiliated to SADTU all agreed more strongly with the utilisation of emotional 
intelligence by school leadership than did males, respondents from other schools 
and SADTU members. The utilisation of emotional intelligence by school 
leadership was thus related to gender, type of school and union membership.  
The socio-economic status of learners was related to both managing CAPS as 
mandated curriculum change and to the utilisation of emotional intelligence by 
school leadership. Respondents who perceived their learners as coming from 
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above average and average SES agreed more strongly with the factor, indicating 
that it was possibly more difficult to manage the implementation of CAPS as 
mandated curriculum change in poorer schools. Home language was related to 
both managing the implementation of CAPS as curriculum change and the 
utilisation of EI by school leadership. Afrikaans home language respondents 
agreed most strongly with both factors indicating that more attention needs to be 
given to possible cultural differences between the language groups when 
curriculum changes are designed.  
When mandated curriculum change is involved the interpersonal emotional 
competence of the school leadership is an important dependent variable but 
gender, type of school, socio-economic status of the majority of the learners, 
teacher union affiliation and home language are also variables that influence 
perceptions about it. 
4.7 CONCLUSION 
The discussions in this referred to the analysis and interpretation of the data 
collected. It involved a descriptive analysis, an inferential analysis using factor 
analysis to determine the structure involved with the two dependent variables 
used in the research. The use of multiple regression to determine the best 
predictors of the management of mandated curriculum change at school level, 
testing for significant differences between the dependent and independent 
variables and a synthesis of the data analysis. Chapter 5 will deal with the 
summary of the research findings and providing appropriate recommendations. 
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CHAPTER FIVE 
SUMMARY OF FINDINGS, RECOMMENDATIONS AND CONCLUSION 
5.1 INTRODUCTION 
The legislative mandates for curriculum change were designed by the Department 
of Basic Education at the macro-level of the education system but have to be 
implemented at the micro-level of the school under the supervision of the principal 
and the subject advisors. School leaders are responsible for driving the mandated 
change process of managing the implementation of the CAPS mandate in the 
school, and so are required to guide the emotions which are part of any mandated 
change process in the direction which will enhance the processes of teaching and 
learning. It is part of the leader’s ultimate responsibility for managing stress, 
emotions and anxiety that accompany mandated changes. 
According to Lall (2009:118), emotional intelligence is increasingly relevant to 
organisational development and for developing people because the emotional 
quotient principle provides a new way to understand and assess behaviour, 
management style, interpersonal skills and potential. Further, the emotional 
quotient principle embraces two aspects of intelligence, that is, firstly 
understanding oneself, one’s goals, intentions, responses and behaviours 
(intrapersonal emotional intelligence), and secondly understanding others and 
their feelings (interpersonal emotional intelligence).  
This research project attempted to determine a possible association between the 
perceptions of the management of mandated curriculum change at school level 
and the perceptions of the utilisation of emotional intelligence by school leadership 
to implement mandated curriculum change.  
 
5.2 SUMMARY 
The espoused rationale behind the implementation of CAPS was to improve the 
education system and close the gap between high and low performing learners at 
schools.  To do so is clearly a political goal which is idealistic and as such likely to 
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bring with it anxiety, fear and resistance. The key is for the principal, as leader of 
the SMT, to propel the change whilst taking into consideration all the facets of 
change and emotional intelligence. The literature review presented evidence to 
suggest that the emotional intelligence of school leaders can be used to guide the 
forces of change in a direction which could result in improved teacher performance 
as a mediator to learner achievement.  
The facets of change identified in the literature were the change process itself, 
managing change, creating coherence and organisational behaviour. The 
exploration, planning, action and integration phases of change were discussed in 
the change process, which includes the various stages from the planning of the 
implementation of CAPS to the actual integration into the school. Unfortunately, in 
a bureaucratic education system the planning phase is at the macro-political level 
and hence removed from the implementation phase occurring at the micro or 
school level. This gives rise to an implementation gap between the designers of 
curriculum mandates and the implementers thereof.  
The present curriculum change process was a top-down approach which is typical 
of all politically mandated large scale transformation changes. Kotter (2002:3-8) 
suggests that when one is concerned with such large scale transformational 
changes then establishing a sense of urgency, building a team to guide the 
change, getting the vision right, communication which enables a buy-in from 
followers, empowering followers to action, creating short term wins, persevering 
and making change stick are important steps that could prove advantageous when 
implementing change at the micro level.   
The SMT representing school leadership should facilitate communication and 
create collaborative cultures when mandated change is being implemented at 
school level. Collaborative cultures are created through positive interpersonal 
working relationships, mutual support and understanding, and shared purpose 
(Moloi, 2005:88). The school is an organisation and as such the behaviour of the 
teachers defines its behaviour. The facets of interpersonal skills, conflict 
management, teamwork, change agents and creating coherence were thus 
discussed. 
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When there is change there is inevitably emotion involved, so the challenge for 
principals is how to create an inclusive environment for developing and 
implementing educational change, even and especially within the context of 
mandatory reform (Hargreaves 2004:306). Gowing (in Cherniss & Goleman, 
2001:109-111) identified five components of emotional intelligence, namely self-
awareness, self-management or regulation, motivation, social awareness and 
relationship management or social skills which are associated with the change 
process. Each of the components was discussed in detail. 
A questionnaire was designed to elicit information from the teachers, and sent to 
94 primary schools and 47 secondary schools. Of the 600 questionnaires 
delivered to the randomly selected schools only 400 were returned. The questions 
in section A were independent variables whereas section B and C were 
dependent variables. Section A contained questions based on a biographical 
questionnaire and Sections B and C had statements on mandated changes and 
emotional intelligence respectively. The means model was used to discuss the 
mean scores obtained by respondents on both the dependent variables. This 
discussion showed a close correlation with the literature research conducted in 
Chapter 2.  
The data was collected and sent to STATKON where it was captured using SPSS 
20.0. A frequency analysis was conducted on all data to determine the 
independent groupings. The items in Sections B and C were subjected to 
successive factor analytic procedures to determine if fewer variables or factors, 
that still represented the original items, could be formed. As the data was slightly 
negatively skewed non-parametric statistical tests were used to determine 
possible differences between the various independent groups.  Multiple regression 
was also utilised to determine which of the first-order factors involved with 
emotional intelligence were the best predictors of the outcome variable the 
management of mandated curriculum change at school level.  
The most important findings of this research are now provided as the literature 
findings are integrated with the empirical findings.  
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5.3 SUMMARY OF FINDINGS 
The literature indicated that the management of change involves the change 
process itself, the management of change, creating coherence for the change 
process and the behaviour of persons in the organisation. Unfortunately, the 
literature is reticent about mandated change. This researcher is of the opinion that 
curriculum change is conducted separately by the Department of Education (DoE) 
and by the schools. Presently the exploration, planning, action and integration 
phases as conducted at the macro political level do not sufficiently involve the 
schools. The planning and advocating of the new change is presently carried out 
by officials from the DoE, with some involvement of the teacher unions via the 
Education Labour Relations Council (ELRC). The process is top-down and the 
assumption is that the change is mandated and as such its implementation is 
compulsory for all public schools and persons employed therein. The result is a 
lack of coherence between that which is planned at macro level and that which is 
implemented at micro level.  
The model suggested by Kotter seems more plausible as curriculum change is a 
transformational or large scale change. Irrespective of what happens at the macro 
level school leadership could make use of the phases, such as establishing a 
sense of urgency, building a team to guide the change, getting the vision right, 
communicating to enable involved support from followers, empowering followers to 
action, creating short-term wins, persevering and making change stick. These 
could prove advantageous when implementing change at the micro level.  
The empirical part of this research project indicated that the management of 
mandated curriculum change (FB2.1) was built on the foundations of aspects such 
as facilitating the implementation of mandated curriculum change (FB1.1); creating 
a collaborative culture to support mandated curriculum change (FB1.2); 
communicating the purpose of mandated curriculum change (FB1.3) and aspects 
impeding the implementation of mandated curriculum change (FB1.4). These 
findings correlate well with the literature findings which emphasise the creation of 
a collaborative culture and communication of the mandate in such a way that 
teamwork and coherence between the mandate and that which is taught in the 
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classroom is ensured. Furthermore, such a collaborative culture will contain 
strategies that will enable an amicable resolution of possible conflicts.  
Primary school respondents were more positive in their perceptions about the 
management of mandated curriculum change than were respondents from other 
type of schools, such as secondary. The lower the socio-economic status of the 
majority of learners in the school the lower the perceptions of the management of 
mandated curriculum change at school level. A shortage of resources in the 
poorer schools is the most likely reason for this significant finding. Respondents 
with Afrikaans as home language differed statistically significantly in their mean 
scores from respondents with Nguni as home language.  This difference is likely 
due to cultural differences and one probably needs to consider that one is dealing 
with people from both collectivistic and individualistic cultures.   
The literature regarding emotional intelligence indicates that it consists of two 
broad dimensions, namely intrapersonal and interpersonal Emotional Intelligence. 
The empirical findings in this research indicated that emotional intelligence is 
based on three broad dimensions, namely utilising self awareness during 
mandated curriculum change (FC1.1); utilising social awareness during mandated 
curriculum change (FC1.2;) and utilising social skills during mandated curriculum 
change (FC1.3). However, this research investigated perceptions of how school 
leadership could utilise emotional intelligence when implementing a mandated 
curriculum. As the three first order factors were found to be reliable they could be 
used as predictors to determine which of them best predict the management of 
mandated curriculum change. The means model used in Chapter 4 indicated that 
intrapersonal emotional intelligence which had aspects of self-awareness, self-
regulation and self-motivation, was regarded as more important by respondents 
than were the aspects of social awareness and social skills which make up 
interpersonal emotional intelligence. However, they agreed with almost all items. 
When a regression model was used to analyse the data the interpersonal 
emotional intelligence, aspects such as social awareness and social skills were 
the best predictors of the outcome variable namely managing the mandated 
curriculum change at school level. Thus, one could possibly assume that 
intrapersonal emotional skills are used to influence interpersonal emotional 
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intelligence. Successful change management would probably require both 
intrapersonal and interpersonal emotional intelligence at the micro or school level.  
The emotional intelligence utilisation by school leadership factor was found to be 
associated with gender, school type, teacher union affiliation, socio-economic 
status of the majority of the learners in the school and the home language of the 
respondents. Respondents who were female, who belonged to primary schools, 
who were not affiliated to SADTU, whose learners came from average and above 
average socio-economic contexts and whose home language was Afrikaans all 
had more positive perceptions than the other independent groups with respect the 
utilisation of emotional intelligence of leadership in their schools. Gender and 
school type differences could probably be explained by the more caring nature of 
female respondents while union affiliation and home language differences are 
probably due to cultural differences. The differences between socio-economic 
situations would probably be due to a lack of resources found in poorer economic 
contexts. The implication of this for school leadership is that they need to obtain a 
balance between the more individualistic culture which is typical of the 
bureaucratic and hierarchically organised structure of the education system and 
the more collectivistic societal culture which is present among the majority of the 
South African teaching fraternity. This could be a difficult exercise, but if one 
makes use of common values such as the improvement of teaching and learning 
then agreement on a practical issue can be achieved. Surviving in a multicultural 
world does not require one to think, feel and act in the same way in order to agree 
on practical issues and to cooperate (Hofstede, 1991: 237).  
A strong correlation was present between the two dependent variables, hence 
increasing the utilisation of emotional competence when implementing mandated 
curriculum change is likely to also increase the ability of school leadership to 
manage the mandated curriculum change.  
5.4 RECOMMENDATIONS 
The implementation gap between curriculum design and implementation needs to 
be eliminated. It is recommended that the DoE liaise more closely with schools. 
Involving schools only after the so-called green paper is published, when 
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mandates are advocated, is too late. Initial discussions between the macro level 
designers and the micro level implementers need to occur at an early stage of 
policy design. The use of Kotter’s eight phases when implementing 
transformational change such as changes in curricula is recommended. Here all 
stakeholders can become involved at an early stage and together a sense of 
urgency can be created. As this could possibly involve a large number of 
stakeholders it is suggested that a guiding team consisting of stakeholders from all 
groups be selected. Such a team should not be based on numbers, as is the norm 
in a representative democracy, but on the expertise and merit of the individuals 
which make up the group. It can negotiate a vision with its members and among 
themselves by allowing for open and reflective openness. The communication of 
this vision should not be a top-down process but one that allows for maximum 
participation in a two-way dialogue. It would then be necessary to empower the 
persons who must implement this mandated change. The use of appropriate 
training strategies with short-term goals that need to be realised can facilitate 
support from the persons who have to implement such changes. As with all 
successful change initiatives perseverance will be required and successful 
achievement of short-term goals will make the change something that is likely to 
become permanent. Furthermore, such a model could remove the way change is 
presently managed, that is first to mandate the change and then train to ensure 
implementation. Such change can only be successfully implemented if mandates 
and training occur concurrently. 
Both the factors used in this research, namely managing mandated curriculum 
change and the utilisation of emotional intelligence, were found to be valid and 
reliable constructs. As such they could form a valuable basis for the training of 
SMTs on the use of emotional intelligence when implementing legislative 
mandates. In the modern parlance of collaboration and teamwork, such a model 
that uses emotional intelligence to facilitate the implementation of mandated 
curriculum change could prove more acceptable than the present use of legislative 
mandates. 
It is also recommended that female school principals become more involved with 
the training of school principals. School leadership should also be made aware of 
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the inherent paradox present in the hierarchical and bureaucratically managed 
education system, that is that they are subject to the rules of such an organisation 
but have to implement these mandates in a multicultural society which is largely 
collectivistic in its thinking. The education System, with its performance mandates, 
is largely geared to serve a Western style of thinking and hence the self-interest of 
employees is largely catered for. In a collectivistic society the personal relationship 
prevails over the task at hand. However, in an individualistic organisational culture 
everything is attached to completion dates so the time factor becomes the most 
important criterion to be met. The researcher is not arguing time schedules are not 
important but rather that teacher commitment and positive attitudes are more 
important criteria and are achieved via dialogue, which takes time to achieve.  
It is also recommended that schools that are deemed to lack resources are trained 
in such a way that the resources are managed in an effective and efficient way as 
it appears that sufficient economic resources are presently being made available 
to poorer communities in line with the Equity Act.  
5.5 CONCLUSION 
The research revealed a strong correlation between the utilization of emotionally 
intelligent leaders and the implementation of mandated changes. As the research 
shows, emotional intelligence consists of a range of fundamental skills that allow 
school principals to respond to teachers in a change situation. The use of 
intrapersonal emotional intelligence should be used as an aid to influencing others 
in a collaborative way as this will make the implementation of the mandate more 
acceptable to those who concerned with its implementation. 
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